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ABSTRACT
The Social Bases of Educational Development
In Africa: Social Structures, Policies and Their

Implications for Modernization
(December 1975)

Kotsho

L.

University of Massachusetts
Dube, M.Ed. Ed.D.
Directed by Professor George E. Urch
,

The purpose of this study was to identify the socio-

political properties of present African societies as a basis
for analyzing various categories of African development problems.

The study attempted to answer the following questions:

What is the nature of African governmental structures?
What is the relationship between governmental structures and

societal structures in Africa?
Africa?
What approaches have dominated educational development in

problems of
What educational and social factors can answer the

educating African society?
areas of
The study was divided into four complementary

emphasis.

African
The first area categorized the problems in

development.

politiAfrican development was seen as involving

innovations.
cal, economic, social and educational

The inno-

of modernization.
vations were analyzed within the concepts
phenomenon that conModernization was seen as a non-autonomous
Vll

sists of a series of processes and changes that are induced

by the imposition of Western institutions and values over tra-

ditional African social structures.

The changes that are

effected are supposed to lead to institutional and value behaviors that complement modernization.
The second area of emphasis examined African educa-

tional development during the early years of independence.

Educational development policies were seen as primarily deter-

mined by the imperatives of manpower insufficiencies for the
overall development of the newly independent states.

The poli-

cies were also motivated by the social desire to increase the

number of literate Africans.
The problems in educational development in Africa were

caused by lack of financial resources for the expansion of
school systems.

Other categories of problems were the result

of planning inefficiencies and the competition of sectors for

much needed development capital.
The third area of the study treated educational develop-

ment in Zambia since that country's attainment of independence.
Zambian educational policy was considered suited to examination
of the whole area of development education because Zambia pos-

sessed two unique positions at independence.

First, it lacked

the necessary indigenous skills for the development of its

rich copper industry without expatriates.

Secondly, Zambia,

unlike most African states, was fortunate to be in a favorable

budgetary situation for an ambitious educational development
effort.

Vlll

Zambia's basic problems in educational policy were

those related to redirecting educational policy toward attaining an indigenous man-power infra-structure.

Consequently,

the educational system had to be consciously designed for

national development.
The fourth section of the study dealt with educational
and social factors that were considered essential in designing

national learning systems for African societies.
gories of factors were outlined.

Three cate-

There are the structures

and values of the modern and traditional African society, the
formal, non-formal, and informal learning systems, and the

levels of technology that can be associated with the types of

learning systems.
This section is a proposition that subscribes to the

existence of degrees of interdependence between traditional
and modern value variables in the developing African society.

The interdependence was seen as facilitating degrees of interface between the above mentioned learning systems and the

levels of technology that are subsumed in the same learning

systems
The proposition does not subscribe to the idea of

traditional African society as a change resistant type.

It is

suggested that patterns of exchange between modern values and
traditional values can be promoted and that positive functional
value interdependence can be generated for development.

An

can cater
educational design that is designed with this in mind
African society
to the particular circumstances of the learning
IX
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CHAPTER

ONE

INTRODUCTION AND STATEMENT OF THE PROBLEM
For any people considering its future the all important
question is: what sort of society are we going to live
in? The question cannot be answered v;ithout reference
to political status and to economic development; but it
means more than these. Nor can it be answered without
reference to the levels of nation-building and social
welfare; but it means more than these too.^

There are two very essential conditions under which
any society must live in order to answer questions regarding
^

its future.

First, the society must be free and independent.

Secondly, it must be united and organized in

a

manner that

enables it to answer questions pertaining to its future and

present
The condition of freedom and independence enables the

society to deterr.iine for itself the form of governmient and
social system suitable to its circumstances.

It confers on

the society recognized nationhood and sovereign cy that entitle
it to membership in the family of sovereign independent states.

Once sovereignty is secured, the society can then consider the

resolution of its problems at both the internal and international levels.
The pre-condition of the existence of unity enables
^Lionel Elvin, "Social Development," New Fabian Colo
nial Essays, ed. Arthur Creech Jones (London: The Hogarth Press,

1959)

,

p.

151.
1

2

the society not only to engage in the processes of nationbuilding, but also helps it to regulate the character of its

political system.

The manner of organization consolidates

unity and results in authoritatively sanctioned regulations
and laws that equalize the obligations and expectations of
the whole population in the nation-state.
The equalization of obligations and expectations takes

place within organized authority.

The equalized obligations

and expectations can be conceived of as constituting the na-

tional interest.

According to George Liska, the regulation

of this interest, within a unity of organization, forms the

major part of the integrative function of

a

society.

He wrote

that people’s compliance to authority depends on the shared

values and interlocking expectations of the members of the

society rather than on coercive sanction.

2

No consideration of Africa’s present political, economic, social and educational problems and achievements can

escape the influence of colonialism on African societies.

The

importance of Africa’s association with colonialism is that it
provides a context within which a balanced view of African

development can be advanced.

The history of colonialism in

Africa also provides the perspective of conditions that prevailed then.
Under colonialism, the conditions of freedom and inde-

pendence were absent.

Consequently African societies could

^George Liska, "International Equilibrium," Contemporar y
(EngleTheory in Int ernational Relations ed. Stanley Hoffman
vra^^cIifTs, N.J.: Prentice-Hall, Inc., 1960), p. 137.
,

3

not address the problems of their future.

Questions that

concerned economy and social welfare could not then be con^ii^sctly except insofar as they were parts of the quest

for freedom and independence.

Thus the paramount issue facing

^f^ican societies was the achievement of

a

status of freedom.

Having achieved political independence, the African societies
could then directly address questions concerning political

development, economic sufficiency, educational development and

other social welfare issues.
There are varied opinions concerning the role of colonial powers in Africa.

Those that criticize colonialism asso-

ciate most present-day African problems with colonial policies.

According to Kwam.e Nkrum.ah, colonialism was

a

result of impe-

rialism that knew no law beyond its own interest.

Apolo-

gists of the colonial system tend to justify colonialism by

emphasizing the importance of European exports to Africa such
as education, modern economic and political niethods

Christian religion.

,

and the

They contend that these values uplifted

the African people from ignorance and darkness.

The concept

of the v/hite man's burden derives from this assertion.
It is perhaps too early to conclude that European

methods of social organization have been beneficial to the
Africans.

However, the Europeans' violence and attacks on the

African cultural

cxiid

traditional values stand as testimony to

the fact that their political and economic interests and the
^Kwame Nkrumah, Towards Colonial Freedom (London:
Heinemann, 1962), pp. 9-20.

4

methods for securing these interests were paramount in their

adventures into far off lands.

Albert Sarraur, France's Secre-

tary for Colonies in 1923, noted the purely

European interest

in colonialism when he stated:

What is the use of painting the truth? At the start
colonization was not an act of civilization, was not a
desire to civilize.
It was an act of force motivated
by interests.
An episode in vital competition which,
from man to man, from group to group, has gone on everincreasing; the people who set out for making colonies
in distant continents are thinking primarily of themselves, and are working only for their own power, and
conquering for their own profits.^
Thus, in the development of social policy by the colo-

nial authorities, their

ojvn

of the African people.

In order to promote these interests,

interests were paramount over those

their primary concerns were the upholding of law and order and
the creation of favorable conditions for material extraction.
In the course of their association with Europeans the

Africans were exposed to cultures, behaviors, religions and
Such social interaction and planned social

other social norms.

change processes brought several changes in Africa and her people.
The psychological factor that governed relations between

Africans and Europeans was the involuntary nature of the contact.
This involuntary contact was characterized by instabilities that

resulted in the displacement of the people from their traditional
surroundings and modes of social organization.

These instabili-

ties have persisted to the present period as is indicated by

increasing demand by various nations for more equal distribu
tion of responsibilities in world affairs.
^Ibid.

,

pp

.

3-4
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It is in this state of affairs that Africa is
consi-

dering the resolution of her problems.

Having in most cases

attained the pre-condition of political independence,
the

African states are now seeking to improve the economic,
political and social well-being of their people.

What is impor-

tant about this quest for development is not that it is
being

pursued after all, but that its pursuit is urgent and demanding of efforts that have hitherto not been applied even to

European conditions after the Industrial Revolution.

Comment-

ing on the problems of developing countries, particularly
the Afro-Asian states, K.M. Panikkar submitted that their

problems arise mainly from the fact that for over a hundred
years when revolutionary changes in the economic, political
and scientific life were taking place in the Western world,

these countries were under foreign rule.
In the case of Africa,

the years of colonial domina-

tion changed the course of her evolution and left her people
in a state of political and social uncertainty at the time

of independence.

Their traditions having been undermined and

in some cases altogether destroyed, the course of economic

development was deflected and consequently subjected to

a

colonial system of economy.
The political and social uncertainties that bedeviled

Africa's immediate post-independence period have persisted and
have had their effect on efforts to modernize political
ic and educational systems.

,

econom-

Problems in the political sphere

have had adverse effects in other sectors.

No problem area

has been independent of other areas of social concern.

The

6

following brief review of these problems may help clarify the
issues

Political Problems
All countries have political problems of one kind or
another.

The political problems of the African states can,

among other things, be said to originate from the adoption of

Western political thought and methods that are new to the
great majority of African populations.

The issue of a foreign

political thought has implications for value and cultural contradictions within each African state.
Tinother problem area in the politics of the new states

of Africa concerns the structures of government and the experi-

ence of the recently adopted political systems in the processes of responding to the needs of the society.

The infancy

of the governments and the inexperience of the political deci-

sion-making processes result in less deliberate outcomes of
policy
The political problems of the African states can also
be seen within a concept of interrelated processes in a social

system.

Gunnar Myrdal called such concept the "institutional

conception" of the problem.

According to him, politics should

be conceived as a macro plan for inducing changes simultaneously
in a great number of conditions, not only the economic, and

doinc it in a way so as to coordinate all these changes in
order to reach maximum effect of efforts and sacrifice.

5

This

^Gunnar Myrdal The Chal lenge of World Povert y (New
York: Random House, 1970), p. 21.
,

7

view of politics differs from the conventional one that looks
at politics in terms of power and its exercise.
a

Politics as

macro-plan for inducing changes in the society has implica-

tions for social service that lies outside the conventional

view of political power.

The foundations of such power are

the people and their political system.
J.

In the words of Carl

Friedrich:

Three axiomatic truths regarding the nature of power lie
at its foundation; namely that power ordinarily presupposes a group of human beings who can share objectives,
interests, values; in other words, a community, second,
therefore power presupposes objectives, interests, values,
ends, which human beings can share, fight over or exchange ^
.

There is a basic truth about many African states.

This

is that the differences among grouping within single states

have made the task of sharing objectives and interests difficult to exact.

The processes for the integration of interests

have been hindered by the problems of the distribution of power
itself.

Consequently, the pursuit of power and varying inter-

pretations of its use, being a pre-occupation of the leadership in the new states, has had destabilizing effects on the

political systems.
In order for a political system to be strong and

viable, it ought ro possess effective means of communication

between the leaders and the population.

Most African govern-

ments have weak linkages with the grassroots of their populations.

This is due to a number of reasons.

With the advent

^Carl J. Friedrich, Constitutional Government and
Democracy (Boston: Little Brown, 1941), p. 593.

8

of independence, the political movements that led the coun-

tries to freedom receded to less direct political activity.

The political activists who had been involved in direct political action were absorbed by the new administrative bureaucracies.

A new class of privileged people developed.

Policy Problems

Problems emerged in the arena of policy for the future.
The civil service personnel that had been inherited from the

colonial regimes was, in the majority of cases, conservative
and steeped in the old ways of looking at problem.s.

Although

the civil servants and the new political managers shared the

same educational experiences, the differences between them
lay in the fact that the civil service personnel had not been

fashioned by the fires of the freedom struggle.

Thus ideologi-

cal contradictions arose out of differing perceptions about

what needed to be done.
The problems of policies for development had much to

do with the nature of African society.

This involved the

structures of the society and the values associated with the

people at various levels of decision-making.

To the traditional

population, certain structures of rulership were still valid.
The essential question was how to choose those traditional

methods that would complement the consolidation of independence.
The achievement of a sense of national purpose was difficult
impor
as various interests lay claim to what v/as of paramount

tance to them.

The maintenance of unity was a

d.i

f f icult

task

structures
as both the modern structures and the traditional

9

competed for roles within each other's proclaimed
domains.
Economic Problems

Economic problems of the developing countries in

Africa can be looked at from two premises.

There are problems

that are a result of factors that are internal to the African
states themselves and other problems that are a result of
factors that are not internal to the African states.

Both

of these categories of causes of economic problems are inter-

related.

Problems and factors that are internal to the African
states have some relationship with the history of economic

relationships between the colonial powers and the territories
they ruled.

The conduct of economic relations between colo-

nial powers and their colonies was based on the subservience
of the colonial territories to the metropolitan power.

This

dependency relationship has continued to characterize relations between the now independent former colonies and their

former rulers.

The continuation of colonial relationships

has been made possible by two elements that characterize Afri-

can states.
The colonial policies that sought the creation of a

class of Africans with whom the metropolitan traders and

entrepreneurs were to have working relationships can be said
to have been a success.

The resulting situation is that the

dependency of industry in African countries to industries in
the former colonial countries is strengthened through these

10

relationships.

According to Martin Carnoy this relationship

is institutionally between the center and the periphery.

He

observed
The dependent relationship between the periphery and
the center is transmitted through the dominant group in
the periphery (which in turn is dominated by the center
group in the metropolis)
Consequently, the dependency theory argues that the long-run and permanent
improvement of the human condition in dependent countries must, by the nature of the dependent situation,
be largely limited to the dominant group in the periphery country.^
.

.

.

.

The structures of government are likewise fashioned to conform
to this dependence.

Economic policies reinforce the main ob-

jectives of the relationship.

The result from this pattern

of economic relations is increased disparities in the alloca-

tion of benefits from usually weak economic infra-structures.
The weakness of the industrial infra-structure has its

origins from the days of colonialism.

The policies of the

colonial powers were not the establishment of strong indigenous

industries in the colonies.

The reasons for these policies

were, according to Kwame Nkrumah, as follows:
The finance capitalist and investor find easy and richest
profits not from establishing industry in the colonies,
which would compete with home industries and necessitate
a high standard of living in order to create a purchasing power formidable enough to render increased production possible, but by exhausting the natural and mineral
resources of the colonies, and by considering their human
resources just another commodity to be used and thrown
away
.

Nkrumah 's observation was true for the days of imperialism.
"^Martin Carnoy, Education as Cultural Im.perialism
(New York: David McKay Co., Inc., 1974), p. 55.
g

Nkrumah, p. 14.

11

Conditions have since changed, but the nature of
relationships

between industries in the African states and concerns in
the

developed countries has not been changed drastically.
is important regarding African economies is that

they are part of the economies of their former colonial masters.
This makes them conform to some structure that emphasizes

their umbilical connection with industries in the developed
countries.

Consequently, they are governed by the ups and

downs of economic factors that prevail in the economies of
Europe.

Thertonio Dos Santos observed that the relations of

dependence to which these countries are subjected conforms to
a type of internal and international structure

them to underdevelopment.

which leads

Q

Problems and factors that are external to the African

economic situation are a by-product of international economic
relations.

Most African states are exporters of raw materials.

As a result they don't possess the industrial capacity that

can satisfy the employm.ent needs of increasing populations.

Another set of problems is a result of the lack of

development capital.

Because the African economies are faced

with balance of payment problems, their borrowing opportunities
in the international markets are limited.

The spread of the money econom.y from the small urban

dwellers of the colonial era to rural populations created problems which hitherto did not exist in the mostly rural settings.

^Thertonio Dos Santos, "The Structure of Dependence,’^
The Political Economy of Development and Underdevelopment ed.
Charles K. Wilber fNew York: Random House, 1973), p. 109.
,

12

Migration of populations from the rural areas to towns worsens the unemployment situation.

The causes of this migration

are the aspirations that were generated by the political jar-

gon of the independence movement.

The problem, since indepen-

dence, is that the economies have not satisfied the aspirations.
The rise in expectations has resulted not only from

the political jargon of the independence struggle.

Political

leaders are too pre-occupied with modern economic development.
In this pre-occupation, rarely have political leaders spoken

directly about the difficulties of their countries' problems.
The language of promising prosperity when the material resources
are hardly sufficient to satisfy it increases the scale of

aspirations beyond gratification.

E.J. Mishan wrote that un-

remitting efforts directed towards stimulating aspirations and

enlarging appetites may cause them to grow faster than the

possibilities for their gratification, so increasing over
time the margin of social discontent.

10

Such discontent can

affect stability and imperil the viability of the political
system.

Giovanni Sartori aptly described this problem with

regard to any political system:

From the point of view of political engineering no political system can escape overload unless it manages to slow
down the outburst of expectations which follow the inauguration of a democracy, and thereby to process the flow of
demands according ro some kind of gradual sequence.

^

^^E.J. Mishan, "How Useful Is Economic Growth?,"
Economics Relevant?, ed. Robert L. Heilbroner and Arthur Ford^^
(Pacific Paiisade^s, Calif.: Goodyear Publishing Co., Inc., 19/1),
p

.

10.

(D
^^Giovanni Sartori, "Political Development and Engine
196
Press,
ing," Public Policy, vol. XVII (Harvard University
CO

p.

277.

13

In the field of foreign trade, African countries
are

faced with unfavorable terms of trade that are imposed by
de-

veloped countries.^

Due to an undeveloped industrial sector,

the African states will for a long time rely on the export
of their raw materials at unfavorable exchange terms.
In those African countries where there are abundant

natural resources, the problems of economic development are
linked to the inadequacy of skilled personnel to develop the

resources

Social Problems

The political transformations that have taken place
in Africa, first as a result of the influence of colonialism

and secondly through organized changes after independence, are

social revolutions that are unprecedented in modern political
history.

Cultural and value orientations are changing.

In

some cases, the revolutionary character of the changes has

begun to sponsor the beginnings of new social orientations.
For the people themselves, the essential questions are not

whether these changes should take place or not, but whether
social changes can be harnessed and directed in a way that pre
serves that which is unique about Africans as a people.
Social problems in Africa can oe said to fall into two
strands.

First, there are those problems that bear on the cul

tural identity of the African people.

These problem.s derive

from the introduction of Western values and other modes of

social expression that are not comp lem.ent ary to traditional

African culture.

The second category of social problems have

14

to do with the impact of modern institutions on African as-

pirations.

The problems that result from political and eco-

nomic factors belong to this category.
The social problems associated with cultural change

result from processes that are introduced by the African states
for the purposes of achieving modernization.

According to

protagonists of cultural change theory, traditional institutions are viewed as inimical to modernization.

Thus, conscious

efforts are directed towards changing the cultural orientations of the African people.

The primary purpose is the incul-

cation of new values and thought processes.

According to

Ali A. Mazrui, the process of cultural engineering consists
of the deliberate manipulation of cultural factors for the

purpose of deflecting human habit in the direction of new and

perhaps constructive endeavors.
The achievement of a new set of values is given to

newly constructed institutions v;hose main purpose is to

accommodate and promote modernization.

The problems asso-

ciated with this cultural engineering result from the resistance to change exhibited by traditional social institutions
and behaviors.

This resistance cannot be described as sub-

scribing to a no-change theory in any society.
society that does not change.

VJhat is

There is no

important to change is

the character and direction of the change.

The continuum of

change in societies has been aptly portrayed by Foster:
^^Ali A. Mazrui, Cultural Engineering and Nation-build
University
ing in East Af rica (Evanston, Illinois: Northwestern
Press 19 72).
,
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All societies are constantly in a state of relative
tension.
Each society can be thought of as a host to
two kinds of forces: those that seek to promote change
and those that strive to maintain the status quo.
These forces are locked in perpetual combat, the former
trying to throw the latter off balance, to gain the
ascendency and the latter trying to prevent this from
happening.
Since the tendency to change is fundamental
in culture, it is obvious that, in the long run, the
forces that promote innovation will have the edge over
those that strive for conservation
,

The tension between African culture and the European culture
of technology takes on many forms.

In terms of values,

promotes the division among the Africans themselves.

it

Those

who have readily accepted the new values are increasingly being isolated from their traditional countrymen and women.

To

those still steeped in tradition, the imposition of new values
has found them inadequately prepared to handle the modes with

which the new culture of technology expresses itself.

The

resulting consequence from positive and negative reactions to

modernization is some form of destabilization of the African
societies

Conceptually, social change does not denote a break

with the past.

Social change, whether it is termed renovating

social change or revolutionary social change, is not a jump

from stage one to

a

given stags at which the change can be

ascribed characteristics of completeness.

The rapidity with

which modernization is being introduced is the main cause of
cultural shock in Africa.
1

1

There is no evenness in the con-

George M. Fester, Traditional Cultures and the Impact
of Tec hnological Change (New York; London: Harper & Row, 1965)
p.

58
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tinuum of the change.

This uneven change has affected basic

African institutions.

There have been changes in the idea

of the cornmunity.

From small groupings, the present values

have widened the perceptions about what constitutes
tivity.

a

collec-

This has resulted in differences among Africans con-

cerning relationships.

Right across the social spectrum, the

social revolution has affected relations between individuals
and the language of things they discuss.

The nation is

tenuously composed of people who hitherto were alien to each
other's immediate concerns.

The national population has be-

come coextensive with the totality of the adult population.
The overwhelm.ing nature of the social change is

fraught with problems.

To the articulate and sophisticated

traditionalists, these changes are a threat to their power.
The progressive egalitarian leaders

viev;

the changes as neces-

sary if modernization has to take place.

The debate is very

crucial to the future of the African people.

Ideas about the

future are the more complicated because of the global dimensions of social change.

No single grouping of people in the

developing world appear to have sufficient independence to
shape its political and social destinies without consequences
to others directly or indirectly involved.

Educational P;^oblems
The development of organized interest in education is
a

recent phenomenon in Africa.

Whereas it is true that Afri-

can societies, like other societies, have for centuries con-

ducted forms of education for the young members of their society.
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the present systems of education have dimensions that combine
a

variety of interests for the African societies.

Present

education focuses its attention on issues that have to do
with development of individuals as members of greater groupings.

Education is therefore seen as an instrument for reali-

zation of objectives that are commonly shared by bigger groupings

— in

this instance, by nation-states.

The development of education within the formalized system began with the era of colonialism.

This era brought whole

new approaches and purposes for education.

Among these pur-

poses was the inculcation of Christian ethical values and the

promotion of development purposes for the people.

After this

introduction of education the African people themselves responded with varying degrees of interest to the new systems.
This trend has in recent years changed into greater demands
for the new education.

With the changes in the values of the

people and in the perceived utility of education, what was
once a reluctant people has become the most enthusiastic

client of Western education.
development.

There are many reasons fcr this

One of them is that the new social and govern-

mental ways of life have increasingly stressed the importance
of formal education as a means to attainment of success for

individuals and the society at large.

Professor Lewis emphasized this point:
The increasing demand for education and the consiaerabie
effort made by rhe people both individually and collectively, to obtain education is due to the widely held
belief in education as the keystone to socio-economic
The justification of this faith is witnessed
betterment.
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by the general disparity between the wealth and status
of educated people compared with uneducated people.

Thus upward mobility is identified with possession and/or

attainment of education.

Within the political and other pres-

tige giving criteria in African societies, the educated
have

been seen as having boundless opportunities for leadership
and influence in the new social dynamics of the new states.
This identification of political leadership with education has
its origins from the time when the freedom struggle started

and has been perpetuated after independence.

Availability

of paying jobs in the civil service and the private sector
is open to the educated.

Even political power is identified

with possession of an education.
tion and Political Development

,

James S. Coleman, in Educa -

noted this fact:

Pre-independence political leadership was in the hands
of a highly visible educated minority which fostered
the assumption that there is a close link between education, upward mobility and political elite status.
The most compelling support for this assumption, however,
derives from the fact that in most developing countries
there tends to be a tight fit between education and
occupational miobility. This is the consequence of weakness of the private sector, the fact that most opportunities for salaried employment are in the government

Whatever the reasons for the increase in demand for education,
it must now be accepted that the people of Africa and their

governments have

now^

reached the stage of political develop-

^^L.J. Lewis, "Politics, Culture and Education in Newly
Educational Prob^i^ms in Developing
Independent Countries
Countries (The Hague: Center for the Study of Education in
Changing Societies, 1968), p. 24.
’’

,

James S. Coleman, Education and P olitical Develop ment (Princeton, N.J., 1965), p. 26.
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ment when formal education has become

a sine

qua non for

their political, social and economic
development.

Starting

from a position of weakness from the
standpoint of trained
manpower for development, the efforts they
are now engaged
in are intended to provide the necessary
resource base for

development in present day world settings: settings
to which
their governments and people are inextricably tied.
Having inherited colonial systems of education, the

new governments and their new policy thrusts are faced with
the need for change in the direction of their educational
in-

stitutions.

The overriding problem is in the institution of

education itself.

There exists a contradiction between what

the colonial powers conceived as the reasons for education and
the new concept on what should constitute the form and content
of education.

This problem derives from the purposes that the

new governments see education serving.
Most African leaders subscribe to the view that some
form of modern education should be provided for every African
child.

If this objective is to be attained, the resources of

the country must be sufficient for its realization.

The rea-

son for prom.ising access to education by the entire population
is a genuine desire to do good.

However, there are constraints to providing education
for everybody.

Other sectors are also constantly in need of

resources for development.

The competition am.ong sectors calls

for government prioritization of development programs.

approach is constantly

a

This

source of friction between the consti-
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tuencies of national development.

Despite competition among

sectors, political leaders have
constantly emphasized that edn
cation was a right to which every
citizen is entitled. Tore
Thonstad observed that this insistence
by political leaders
is unrealistic and does not
take into account the facts of the
difficulties involved in providing
universal education in the

developing countries.

He observed:

Politicians in many countries sometimes
statements to the effect that everybody make sweepina
should receive
qualified for.
l feel
without having access to important facts.
Do they know, for example, the teacher
requirements, the size and educational

co^positil^of the
pupils- desires wLe
outcome? Would free public education,
lead to a large over-investment in education.
It IS certainly possible that if
the pupils were
faced with the total costs of education,
they would in
many cases prefer to spend the money in
quite different
ways--for medical care, vacations, etc.
^

Thus educational policy would appear to be
a response
to popular demand.

The development of policy must, nonetheless,

take account of other factors that help to
determine national

priorities.

Despite difficulties imposed by scarcity

of re-

sources, the policy has been to emphasize the role of
education
in overall national development.

National development in Africa has meant concentration
on centers of activity that are intended to develop not only the

education itself, but to develop the economy and also promote
political development.

In the development of education,

the

African states have had to recognize the basic deficiencies of
Tore Thonstad, Ed ucation and Man power: Theoretical
Models and Empirical Applicatio ns (Edi.nburgh and London: Oliver
and Boyd, 1969), p. 3.
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the existing systems.

First, there were insufficient schools

to provide the basic education that most
people need in order
to learn to read and write.
After independence the single

widely adopted activity was to build more schools
at the primary level in order to give access to more pupils.
The existing school structures were viewed as legitimate
resources

from

which continuity had to be promoted.
In order to rectify the systems, some governments
pro-

moted school reform.

The basic system was maintained, but

new dimensions covering subject matter were added.

In the

colonial school systems certain subjects, particularly those
that would have emphasized African history and promoted the

achievements of the African people were not taught.

If they

were offered, their content was distorted in favor of metro-

politan nuances about the history of the countries concerned.
Despite this and other novelties in the African school curriculum, the problems brought by the new forces of economic and

political aspirations persisted.
Thus, the new states began efforts to use the school

system as a political socialization instrument.

The general

belief that a literate electorate can be motivated toward

political development and more engagement in development programs was the rationale for a conscious m.anipulation of the

educational system for political purposes.
is,

a legitimate intention.

This was, and still

The change in attitude toward the

regime and toward the political system cannot be achieved overnight.

It is a slow process demanding both political and eco-
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nomic inducements which the regimes
could not afford because
of the weakness of the material base
of the social system.
The problem involved factors that were
external to the content of education itself. Most of these
involved the social
dynamics of the new societies themselves.
The availability
of educatron to increased numbers of
people led to inequalities in social roles.
Gunnar Myrdal observed
that:

The problem has to be attacked primarily
in
the content of education and its impact on relation to
attitude and
institutions, in particular those of economic and
social
^
and the impact of these factors back upon
education.
There lies the real problems of the role of
education in development.-*-'
^

The social consequences emanating from the increase
in

educational opportunities manifest themselves in the negative
and positive aspects of social relations within the
society.
The positive aspects of these consequences center on the
improveof knowledge both at the individual and societal levels
of performance in the tasks of development.

One of the negative

aspects of educational development that has attended African

societies since the expansion of educational opportunities is
that social divisions have increased as more and more people

moved away from traditional modes of life and adopted Western
ideas of interpersonal and group relationships.

Nor is this

social stratification a result of education only, it results,

according to Jam.es
cesses.

S.

Coleman, from other developmental pro-

He observed:

It is a sad fact that, once the process of development
17

Myrdal, p. 23.
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sector of a society, the inequalities
Sithin that society tend to
within
increase.
trade labor
and enterprise are apt to move towards
the progressive
areas, leaving the poor zones still
ooorer
localities have become more probetween individuals who are rich
powerful and highly educated, and those
who are poor impotent and illiterate. Education is
likely to fo??Ify
propensity among pre-existing ineqiali?ies!l8^^^''^^'-''^
.

.

.

The resulting consequences from social
inequalities have effects
on the educational system and the
society's maintenance of
equal access to education by all.
This problem was particularly pronounced during the early years
after independence.
The steps that had to be undertaken to
bring equity in the

distribution of educational opportunities revolve
around the
political ideology of African development. Most of

the advo-

cates of this ideology have emphasized egalitarian
concepts of
social organization.

Policies for educational development

have invariably been based on equality of opportunity.

Educa-

tion has been viewed as a birth right to which every child is
entitled.
Two aspects of this concept are important in understanding the underlying philosophies in African educational policy.

The first one represents roles individuals are supposed to plav

^fter attainment of an education.

The education providing for

roles in industry is geared to acquiring skills in the develop-

ment of the countries.

There are many problems in this arena

of educational development.

Some of these problems relate to the

nature of proposals for manpower developm^ent and the relevance
18

Coleman, p. 31.

24

of the training that is provided.

The second category of priorities in
African educational development has to do with social
roles that education
should serve to foster. The attitudes
that are fostered by
education are intended, hopefully, to reinforce
the skills
that are acquired.
These have to do with motivation and cultural preparedness for changes that a new
social system brings.
Professor William K. Medlin, writing on the
"Role of Education
in Social Development," observed that
the application of edu-

cational ideas or propositions about how to achieve
social behavior and cultural skills is the very action-center
of edu-

cational policy. 19
areas of vital importance in Africa's devel-

opment of educational policy.

They relate to securing founda-

tions from which policy directions can begin to be formulated.
The priority area is that of manpower shortage for minimal

activities in modernization.

The governments and their people

could not start to develop their countries without trained

personnel to work in the administration of the countries.

They

could not engage their national efforts in economic development

without trained manpower to man the technology

— requiring

tions that a modern economic system demands.

Even in the

field of educational development itsel

f

posi-

the countries could

not expand educational opportunities and also upgrade the levels
19

.

.

William K. Medlin, "The Role of Education in Social
Development," Educational Problems in Developing Countries
(The Hague: The Center for the Study of Education in Changing
Societies, 1968), p. 131.
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of education without trained teachers and
school administra-

tors

.

If Africa is to advance, her level of
technological

development must be relatively comparable to that
of the developed countries. This is necessary because the
trade and cul-

tural relationships that govern the present world
demand that
each country be conversant with the language of the
mutual

dependence among nations
One of the persistent problems in Africa's development
of education concerns the issue of relevance of the
education

that is provided.

Having in most cases inherited colonial

educational structures, the newly independent states were faced

with the question of reconciling the issues of demand for education with those of functionality of education.

Without revo-

lutionary changes in the curriculum and other content matter,
the educational systems were soon faced with having to choose

between quantity and qualtiy of educationtity was adopted.

The option of quan-

The drop-out rate increased and exacerbated

the unemployment problem.

The problem of the school-leavers

with no professions, roaming the streets of the cities, and
having their hopes dashed by weak economies that could not sustain and absorb work seekers has bearings on the type of education that is provided.

stability.

It has had a telling blow to political

All these issues are increasingly calling for redi-

rections of policy both in the manner of structural forms necessary for participatory democracy and also in the type of poli-

cies that must be advocated for the future.
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Purpose of the Study
Two interrelated concepts
present themselves in this
study of change in Africa.
The first concept concerns
social
systems, their properties, and
relations with the environment.
It is based on the many
theories of social organisation
and
their relevance to African
traditional societies. Changes in
the traditional patterns of
social organization as seen by this
study are not mechanistic
movements from one set of variables
to others.
Instead, changes take place as a
result of organized
restructuring of relationships between
people in the mostly
African societies.
The second concept is posited on
the causes and the
direction of the changes. These changes
are seen being determined by a host of factors. Education
is recognized as a major
determinant of the changes. As a change
propellant, education
IS seen within the total social system.
The vital locus points
at which the changes take place are the
institutions of the
society and the people themselves.

The study seeks to identify the main characteristics
of

African society.

it treats these characteristics as the basic

raw material from which social change and modernization
proceed.
The study recognizes the African states and their governments
as the change agents.

The study will attempt to answer the following questions
1.

What is the nature of African governmental structures?

2

What is the relationship between governmental structures and

.

societal structures in Africa?
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3.

How did African states approach the development
of education after independence?

4.

What educational design can answer some of the
problems of
education in Africa?

Method of Inquiry
The research for information that is relevant to this

study concentrated on two sources.

The first source consists

of the available literature on education in Africa
and on the

theories of social

organization.

These resources are avail-

able in libraries and other reference sources such as govern-

ment offices.

Through personal contact

with some of the lead-

of the independent African states, the research was availed

of relevant policy documents on educational development.

The second sources of information were the United Nations

Development Program, the Economic Commission for Africa, and
the Zambian Statistical Office.

The information was arranged and analyzed with a view
to achieving the maximum relationship between theory and the

practice of development in Africa.

Advocacy of possible poli-

cies is, to a large extent, a reflection of the writers' per-

sonal views on what should constitute development policy in

Africa
Limitations of the Stud y

Although there exist similarities in the development
policies pursued by African states, there are also significant

differences in the internal conditions of each state.

These
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conditions dictate more particularistic approaches to
development policy.

A case in point is the distinct difference

be-

tween the approaches of the former French colonies and those
of the former British colonies.

This study treats those as-

pects of social policy that are common to most African states,

especially the former

British colonies.

The result is that

P^^ticular policy postures that are unique to

a

given state,

and are also decisive in its development, are not emphasized
in this research.

However, this limitation does not make the

study a generalization of African problems and their solutions.
The other limitation of the study is that development processes
in Africa have had a short history and hence no hard evidence

as to their impact can be deduced.

The instability of most

African governments makes the reading of progress or failure
a difficult task.

ing Countries

,

Arthur Livingstone, Social Policy in Develop -

pointed out aspects of this problem as follows:

In countries where cabinet changes occur more frequently the only continuous element of government, other
than the courts, may be the public official or civil servant
.

Analysis of social phenomena will, in most cases, always bear
a

subjective angle.

In this study, no claim is advanced that

the views of an African are necessarily more objective than

those of other people.

The study does not promote any standing

dogmas of development.

The views of contributors to develop-

ment literature are here treated as basic raw material for analysis of the African locus.

(There is no attempt to be a prog-

^^Arthur Livingstone, Social Policy in Developing Coun
p. 93.
tries (London: Routledge & Kegan Paul, 1961)
,
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nostic director for Africa's problems.)

Organization of the Study
Monte Palmer observed that the political problems
con-

fronting the developing areas are related and that
these political problems cannot be analyzed independently of
the social,

economic

and cultural milieu in which they occur.

He further

observed that the political and economic problems facing developing areas are behavioral as well as structural, and that
changes must be accompanied by radical behavioral change.

There are two aspects to similarities in the problems of African states.

The first aspect relates to the cultural unity of

the African people themselves.

This cultural unity derives

from centuries of inter-African contact and interaction that

occurred before colonization.

The resulting and lasting evi-

dence of these contacts is the broad as well as specific affective cognitions that define Africans as a people.

From these

similarities there can be drawn cultural matrices as conceptual reference points in analyzing African social systems.
The other aspect of similarities derives from their

common experiences under colonial hegemonies.

These European

influences have left their imprints on the people and their pre
sent governments in the economic, cultural and social fields.
In constructing and developing an analysis of general

development and educational developmental problems in Africa an
21

Monte Palmer, The Di l emmas of Political Develo pment:
An Introduction to the Poli tics of t h e Developing Areas (Itasca
Illinois: F.E. Peacock, Inc., 1973), p. ix.
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organic unity can be built from the
premise of similarities
that have been cited above.
The study proceeds from an examination of African social systems and
governmental structures as
a background to examination of
development policies in the
field of education and other sectors.
The study is organized
on the basis of the concept that
development originates with
the society.
Theory follows forms of organization
that typify
a given society.
The theory or theories are then translated
into public policies for given problem
areas.
The sequence of
the study vindicates this in its arrangement.
Definition of Terms
The terms used in this study belong to an inter-disci-

plinary nomenclature.

It is the vocabulary of the social sciences

Due to the non-autonomous nature of social science
fields, de-

finitions of terms are always subject to controversy.

Some of

these disputes result from theoretical and ideological differences

among scholars.

These differences are at times those of dis-

focus and interest.

Some scholars will emphasize the

conceptual definition of words, yet others will tend toward an

operational explanation or definition of words.
empirical and theoretical.

Meaning is thus

In order to avoid controversv

about definitions, Stanley Hoffman suggests the nominalist approach.

This involves a form of statement that does not violate

common sense notions about the substance of the discipline but

nonetheless leads to the most perceptive investigation.
22

?2

Stanley Hoffman, ed. C ontemporary Theories in Inter national Relations (New Jersey: Prentice-i.all 1966), p. 5.
,

,
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Terms that appear very frequently
in this study are

—

l^y^lopinq.

The majority of writers on develop-

ment and/or modernization are unanimous
that the two words
apply to degrees of technological
advance that countries and
people have achieved. The main referents
are the relative
degrees of the usage of inanimate sources
of power societies
shall have achieved. Marion J. Levy, Jr.,
emphasized
this

relativeness by preferring the word combinations
of "relatively
modernized" for developed and "relatively
nonmodernized" for
developing.
minisms.

In both cases judgment is based on
various deter-

He, however, asserts that the focusing
on the sources

of power and the nature of the tools used by
members of a soci-

ety is neither a form of technological nor economic
determ.inism.

According to this view economic, political and technological
determinisms cannot each be a single factor for characterizing
a country or people as developed of developing.

argues for the word

"

Gunnar Myrdal

underdeveloped " to desciibo the less tech-

nologically advanced countries.

He suggests that changing over

to various "euphemistic" expressions for the "underdeveloped"

states constitutes a form of mental conspiracy.

He argues

that to call a country "developing" instead of "underdeveloped"
is

illogical, since, by means of a loaded terminology, it
begs the question of whether a country is developing or
not, or whether it is foreseeable that it will develop.
Moreover, it does not express the thought that is really

Marion J. Levy, Jr., Modernization a nd the Structure
(Princeton University Press, 1966), p. 15.

of Societies
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pressing for expression: that a country is underdeveloped;
that It wants to develop.
Such terminological politisse
may seem to be unimportant per se.
But it is important
to observe because it indicates the deeper biases
in the
scientific approach to the problems of underdeveloped
countries
Af rican states are those African countries that have

recently recieved their independence from colonialism.

The

focus of the study is on the former British colonies in Africa.

political system consists of interrelated structures of the

African states and the processes thereof whose function consists
of authoritative allocation of values of the society.

Public policies are the outputs of the political system.

They are decisions focusing attention on given problem areas in
the socio-political system.

The terms culture and society are related.

have specific and generic meanings.

way of life of a specific society.

Culture is the particular

African culture, in this

study, means the way of life of African society.
a particular,

They both

A society is

recognizable, delineable, finite body of people.

African society consists of the groupings of people in Black

Africa who are characterized by delineable characteristics that
are unique to them.
O bservations on the Literature

The period after the Second World War has been marked

by a publications explosion on subjects concerning African

society and its problems.
of African society.
24

Myrdal, pp. 8-9.

The literature focuses on the future
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Three strands regarding the thrust
of the literature
can be identified.
These strands are the historical, the
theoretical and the case studies. The
literature on African
education can be classified as dealing
with the special problem
of educational development in the
wake of the achievement of
independence by most of the former colonial
territories in
Africa.

^ ^*^^tion

and Nation-Building

,

L.

Gray Cowen et al.

focus on the role of education as a developer
of skills for
the development of consciousness and a
sense of nationhood in

Africa.

Like Andrew Kamarch's The Economics of African
Dev elop-

mervt,

Gray Cowen et al. belong to an ideological school
that

L.

postulates a development process leading African states
and
their people towards Western forms of social and political
or-

ganization

.

African writers have contributed to philosophical and
case study literature on educational development.
for Self-Reliance

,

In Education

Julius K. Nyerere advocates an African soci-

approach to education.

His advocacy is against

the background of the past experiences in educational development.

The high cost of education and the question of the rele-

vance of previous approaches to education are brought into the

context of the realities in Tanzania.

Education for Africa

,

Kofi Busia's Purposeful

is still relevant to the debate in pre-

sent educational development in Africa.

The orientation of the

educational systems to the African locus continues to be
effort

was suggested by Busia.

a

major
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The case study of educational development
in Zambia,

Growth of Education

in

Zambia Since Independence

,

by John

Mwanakatwe, combines the history of modern
education in Zambia
and the recording of planned changes during
the period after
Zambia secured its independence from Britain.

The components

of the Zambian educational system before and
after independence

are given appropriate attention.

This is within the framework

of the overall development exercise in Zambia.

Southern Africa

,

In Education

in

edited by Brian Rose, the history and present

of the educational systems in the countries of Southern
Africa

are presented.

In bhis book, the segregation of education into

white and black systems is presented without analysis of its
implications for political stability.

Otherwise, the book pre-

sonts a credible historical account of the development of

modern education in Southern Africa.
One of the main problems of educational development
in Africa involves the curriculum.

A school curriculumi is the

instrument by which a developing nation uses the education

system to maximize its independence and develop those skills
that are socially and politically relevant to the population.
In George Urch's The Africanization of the Curriculum, in Kenya

,

an account of curriculum changes since independence is given.

The curriculum changes have been away from the British model
to more indigenously conceived subject and content areas.

The curriculum on its own is not an effective instru-

ment in national development.

The kind of teachers and their

commitment to the learning process complement the school curri-
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culum.

Thus, the combination of teachers and
the content of
what is taught shapes the nature of the
outputs from a national
school system.

Teachers a s_ Agents of National Development

.

David

Evans presents findings on teacher attitudes
concerning
their roles in the national development of
Uganda.
His findings are presented within the context of
the literature on political development and socialization processes.
The teachers'
attitudes and perceptions are treated within the
context of imR.

portant sectors of regional and national life.
Summary
The statement of the problem in this study has revealed
the interrelatedness of the political, educational, economic

and social problems of development in Africa.

The problems

are seen as caused by a variety of factors in African society.

The factors in African society that are identified as inhibiting the development process are the institutions and structures
of tradition.
In order to comprehend the problems as well as the

prospects of African educational development, it is necessary
to have an understanding about African social and political

organization.

The behaviors of the institutions and the values

of the people are crucial in the shaping of public policy for

development.

The institutional and value properties of Afri-

can society are also subject to change as a result of the inter-

action between the modern and traditional norms of social action.

The next chapter seeks the establishment of a background
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to educational development.

This background consi ts of as-

pects of social and political organization
and the implications
these aspects bear on development policy.

CHAPTER TWO
ASPECTS OF SOCIAL AND POLITICAL
ORGANIZATION
IN AFRICA: STRUCTURES AND THEIR
IMPLICATIONS

FOR DEVELOPMENT POLICY

Introduction
This chapter seeks the establishment of
some relation-

ship between social organization and
development policies in
Africa.
Development policies are seen as designed to
achieve,
among other things, the attainment by African
society of those
patterns of social organization that are commonly
associated

with the developed societies.

The developed societies are

here described as modern.
The chapter seeks to establish a background to

tlie

processes of government in Africa by relating them to the society of which they are a part.

This is the African society.

If African society is different from modern society,

in what ways is it different?

The chapter gives a background

account of the differences between modern society and traditional
society.

Traditional society with respect to Africa consist's

of a majority of people in what is known as Black Africa.
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Modern and Traditional Societies
The extended boundaries of comparative politics
that

include the areas of the world outside of Western
Europe ought
to specify the properties which all individuals
have in common
in this universe.

This involves breaking through the barriers

of culture and language.

What appears strange and unfamiliar

is not strange because of its function;

its strangeness derives

from the unfamiliarity of its costume and name.^^
The study of modern and traditional societies ought to

specify the various categories of reference around which the

differences and similarities can be analyzed.

Both types of

society possess basic characteristics that emphasize two related

purposes in the functioning of human society.
is constantly striving to preserve itself.

All human society

As a consequence

certain organizational mechanisms have been fashioned for the

achievement of self-preservation.

These mechanisms fall under

the general framework of what is called "social organization."

The reasons for societies' involvement in social organization
are that social groupings cannot depend upon man's instincts
for their survival.

Accordingly, the mechanisms of social or-

ganization have been so devised as to preserve social cohesion
and to control human perfidy and irrationality.

26

The second

reason why societies engage in social organization is to promote
25

.

•

Gabriel Almond and James S. Coleinan, eds., The Politics
of the Developing Areas (Princeton, N.J., 1960), p. 10.
^^Norman R. Bernier and Jack E. Williams, "Education for
(New Jersey
Liberation," Readin gs from an Ideological Perspective
Prentice-Hall, 1972), p. 2.
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those institutions and processes through which
they can en-

hance their means for dealing with the problems of
survival.

Although there are similarities in the basic reasons
for social organization in all societies, there
are,

however,

fundamental differences in the inner compositions of
societies.
The differences between Traditional African society

and modern societies manifest themselves in the following
general categories of behaviors:
1.

the institutional aspects of social and political organi-

zation have reached differing levels of differentiation
and adaptability to changing conditions within each type
of society;
2.

there are differences in the manner of political, economic
and value allocations in the two types of society;

3.

the patterns of inter-personal, family, and inter-group

relations differ;
4.

the organization and content of education for each society
is determined by the institutions that allocate the values

of each type of society.

Social Structure as the Basis of Differences
between Societies
The differences in the behaviors of institutions and

individuals in traditional and moden societies derive from the
type of social structure that each society possesses.

Social structure has many interpretations in connection

with human organization.

A more perceptive characterization of

social structure is one based on the human frame of mind that
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arises from forces of organization and value
allocation.

A

human frame of mind view of social structure
corresponds to
K. Mannheim's view of social structure
as the web of interacting social forces from which have arisen various
modes of ob-

serving and thinking.

For both traditional and modern soci-

eties, the modes of observing and thinking derive
from institu-

tional and educational processes that take place within
each

society
A conceptual view of social structure looks at it as

a

property of empirical data, of objects, events or series of
events.

Social structure would be something they exhibit or

prove to possess on observation or analysis.

In the abstract

the empirical data is without form if it does not possess a

definable articulation or an ordered arrangement.^^

definition of social structure refers to

a

ship among the institutions of a society.

The latter

system of relationA consistency of

behaviors in a social structure should be observable in structures and the institutions of the society.
In a societal context social structure and social

tution can be used interchangeably.

insti-

Both relate to human rela-

tionships and the patterns through which social allocations of

authority and obligations are channelled.

According to Arnold

Rivkin, both are taken to mean organizations, arrangements, rela27

Brace

&

Mannheim, Ideology and Utopia (London; Ha r court.
Co., 1946}, pp. 117; 149.
K.

^^S.F. Nadel, The Theory of Soc i al Structure (Canberra:
The Free Press of Glencoe, 135G)
p.
*7

,
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tionships and practices of an
established nature. The practices should have political,
economic or social purposes and be
accepted as legitimate by the
preponderant number of people
affected or concerned.
Thus the institutions, arrangements
and relationships
of traditional societies are
accepted and unique to those societies.
Modern societies are characterized by
institutional

arrangements and relationships that are
unique and acceptable
to them.

The differences in institutions are
not based on
whether the basic functions of political,
economic and social

activity exist or not.

They exist in both societies.

The

differences between the two societies are in the
relative intensities, scope and adaptability of the institutions
which
each society possesses.

Modern and traditional societies differ not only in their
institutions.
Their people differ in many important ways.
C.S.

Whittaker stated that the essential difference between societies
identified as traditional and modern is not a matter of temposequence,

bui,

that memi)ers of one group consistently act

^hink differently from members of the other in a variety of

basic contexts of social action.

Op

The perceptions of people in traditional society in-

volve some type of mental processes that connect individuals

Arnold Rivkin, "The Role of Institution-Building in
Africa," Nations by Design (Doubleday & Co., Inc., 1968), pp. 1-3.
^^C.S. WTiittaker, The Politics of Tradition, Co n tinuity
and Change in Northern Nigeri a (Princeton, N.J., 1970), p. 4.
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to the greater number in their society.

m

modern society

the connection of individuals with the
society takes on different value and institutional types.
In both types of society

values and institutions follow cultural
paths that are unique
to each society.

tics of Traditional Societies

Two areas of reference can be used to characterize

traditional societies.

These characterizations also represent

the general patterns of behavior in traditional
African society

The first area of reference relates to the individual
member
of the traditional society and his/her role or position
in the

society.

The second area of reference relates to the institu-

tion or institutions within which the individual or
individuals
in traditional society relate to other members of the
society.

This includes the behavior of the institutions themselves
iricluded in the institutions are educational processes that

occur in the society.
Value and Culrural Characteristics
of Traditional Society
The collective perceptions of a society are part of the

values of the society.

In a traditional society,

constitute the culture of the traditional society.

such values

Culture is

here used to describe cognitions and expressable aspects of

relationships in the society.

It denotes a psychological orien

tation towards social objects, be they people, events or circum
stances requiring duty and performance by members of the society.
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In traditional societies, the cognitions
recognize

the given ways of doing and perceiving things.

The behaviors

follow patterns and practices established by African
custom.
The individual's place in society, except in a few
cases, is

predetermined by the status and public esteem enjoyed by the
family into which he/she is born.
Marion

J.

Levy, Jr., categorized the cognitions of

traditional society into the following value variables.

The

value variables relate to membership criteria in traditional
societies.

They govern the allocation of roles within the

traditional society.

Ascription
In a traditional society the determination of who shall

hold various positions or distribute allocations of power and

responsibility is governed by the hierarchical attributes of
the society.

The system of social stratification through the

traditional rulership structure does not possess the ability
to consider individuals on merit.

The traditional system em-

phasizes the past and constrains innovativeness.

Sacredness
The m.ost powerful affective characteristic in tradi-

tional society, especially African society, is religion.
can tradition is intertwined with religion.

Afri-

Religion pervades

most of the ideas and practices concerning the family and the
31

Levy, pp.

133-52.
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society.

It is the reinforcer of belief in
the legitimacy of

those who exercise authority.

The traditional king or chief

IS usually associated with ancestral
gods and is believed to

represent the dead, the living, and the yet unborn.

The line

of reasoning and belief underscores the
importance of the past
in the present.
The chief is both political leader and high

priest.

The dividing line between the mundane and the
celes-

tial is very thin indeed.

Both the success and solidarity of

traditional African society lie in the fact that the obligations and expectations are social imperatives.

The impera-

tives are both social and religious in their demands on the
individuals.

They are, as George M. Foster observed, not op-

tional or au tne convenience of a person.

They invariably

must always be recognized and accepted without question.

Diffuseness
The relationship between superiors and subordinates in

traditional African society is along two lines.

There is the

relationship of fixed roles where subordinates know and perform
their duties of loyalty as due their station in the society.
In this category or roles, ascription is the determinant.

The

diffuse relationship between superiors and their subordinates

provides tor no defined roles for subordinates.

They are at

the call of their superiors all or most of the time.

The roles

of subordinates and the obligations thereof extend beyond the
32

George M. Foster, Traditional Cultures, and the Impact
of Techno].ogic al Change (New York, and London: Harper & Row, 1965),
p

.
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the confines of ascribed
roles.

The essential dichotomy
between traditional
African
socrety and modern society
can be said to lie
in the particularrs™ of traditional
societies that is distinct
fro. the universalrs. of. .odern
societies.
Both qualities are
an expression of values and
culture in the respective
types of society.

Traditional Institutions

Jean-Yves Calvez wroto
wrote that the expression
"traditional
societies" is a popular one
for describing the
social foundations of underdevelopment.
He further observed
that the term
in a narrow sense to
describe a society in which
traditional ways hold sway.
its institutions are
understood
to be permanent and are
obliged to adhere to an
ancestral
model.
Social rules too are inherited,
and all social life
faces toward a past which is
to be reproduced.
The institutions of traditional
Africa can be said to
possess the above characterization
of traditional societies.
When these institutions are
viewed within the context of modernization, their lack of differentiation
does not provide a
Strong institutional base for
development.
The absence of a scientific
technology precludes the
possibility of rapid development of more
knowledge that can
bring changes in the institutions
themselves.
The responses
of the institutions to processes of
modernization are not ade33

r^v-^a
^or^
TA7

^

Calvez, Politics and So ciety in the Third
trans. M.J. O'Connell (Marykiioll, N.Y.: Olb
i i'^^k
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quate to bring about the complementary
cultural changes in
the traditional society.
The inadequacy of institutional
responses is both of scale and kind.
The existence or absence of stability
is germaine to
the examination of social phenomena.
Stability is dependent
on both the institutions and the
values of the society.
traditional African society, the degree
of social control
that those in authority exercise ensures
the maintenance of
the institutions and guarantees compliance
by the society.
As a result, institutions neither grow
nor do they assume different characteristics with the passage of
time.
Institutional
response almost always follows kinship lines.
The structures
of the institutions are maintained by cultural
means and confined to the people living within them. The
stability of the

m

structures and the values of the people prevent the
emergence
of disturbances within the society.

However, the absence of

disturbances does not necessarily imply that the society is
developed.
In this short account of the value and institutional

characteristics of traditional African society, the detailed
aspects of these characteristics cannot be covered.

The idea

of a static African society is merely a relative description
of the slow pace at which changes take place in traditional

African society.

This has to do with the way Africans and their

institutions behave.

This pattern of behavior is in accordance

with some very important characteristics of inner personality.
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Thxs inner personality
is governed by
indigenous religions of
Afrrca. According to
African religious practice,
there is
no conversion from one
religion to the other.
Each grouping
has its own religion.
An attempt to advocate
change of religion amounts to suggesting
changes in the entire life
of the
African group. ^4 ^he problems
of inducing changes towards
modernization may derive from
this characteristic of
African
tradition.

structure and

I n^stitution

of Tradit ion.!

i^lctucatiorT

All educational systems exist
for the same purposes in
societies.
These purposes consist of the
inculcation of skills,
beliefs and behaviors necessary for
the survival of the society.
Traditional African education is
different from modern
education in many ways. One of the
major differences is that
It does not transmit knowledge
through the written word.
it
can be described as an oral tradition
as distinct from a literary tradition that is associated with
modern education.
However, It ought to be emphasized that
traditional education consists of many traditions.
It is an education for life in a

traditional society.

Consequently, it is not possible to sepa-

rate a given tradition from other traditions as
belonging to

education or some other experiential existence.

In this con-

text, tradition in the singular citation of a practice
cannot
be separated from traditions.
34

The singular traditional practice

John Mbiti, African Religions and Philosophies (New
'
York: Doubleday, 1970 ), p. 5
.
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xn education is merely
a part of the
totality of traditional
educatron for full .en^ership
in the traditional
African society.
It embraces the full
spectrum of the fabric
of the soci-

ety

The. organization of
traditional education is
along the

ixnes Of the social
organization in Blach Africa.
The similarities of traditional
education in Black Africa
have to do with
the social structures
that are also similar.
There are, however, some differences in
the details of some
traditional practices

Abdou Moumouni observed that
despite the great ethnic
diversity of the populations
of Black Africa and the
variety
in forms of social
organization, reflecting differences
in
the level of economic,
political and social development,
one
finds in the educational domain
a certain number of traits
which
demonstrate the cultural unity of
the African peoples.
The co,mmon traits in traditional
African education are
many.
They all derive from similarities
in social structure
and in the general cultural norms
of African society.
Among
these traits is the great importance
attached to education and
Its collective and social nature.
It is an education that is
intimately tied with social life both in
its material and spiritual terms.
Its gradual and progressive achievement
is along
th© ©O'© cohoirts in th© 30 ci©ty,

Manual and valu© skills ara intended to prepare
the
Abaou. Moumouni, Education in Africa (London: Andro
Deutscn, Ltd., 1968), p. 15^
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young for roles in a
progressively developing life.
simplest terms traditional African
education for the young provides the intermediary between
the society of adults
and the
growing members of the society,
viewed in terms of the whole
society, the education imparts
such skills, values and
behaviors to individuals so that their
social conduct is

m

indivi-

dually not distinguishable from the
conduct of the entire soci
ety.2®

The Unwritten Curriculum

What might be considered as resembling
curriculum in
traditional African education is the
classification of roles.
The roles classification is along the
lines of the stratification of the society according to age and
sex.
The classification of roles predetermines what group shall
learn
what, and

at what age they get exposed to that learning.

These questions

are not conscious questions, but they are
part of traditional

life and practice.

African society.

They are the culture of the traditional
This is where traditional African education

has a close affinity with the social structures of
the society.
Its structure is therefore traditional.

Background to Devel o pment

in

Africa

Analysis of social phenomena cannot escape political
and economic determinism in its assessment of human progress.
The inescapabili ty of the political and economic forces in human
36

S.F. Nadel, Tlie Theory of Social Struct ure (Can.berra:
The Free Press of Glencoe, 1956), p. 20.
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experience derives from the predominance
as well as the interdependence of political life and economic
existence.

The major characteristic of modern
societies is that
political, economic, social welfare,
cultural and value factors
are so intertwined and interdependent
in terms of their influences on each other, that no single
variable is powerful
enough to determine the behaviors of the
society.
The welfare of the public has become a complex
state of factors, with
each factor contributing its part to the whole.
In Edgar S.
Dunns' word:

Man has found that an ever increasing part of
his environment is social rather than physical.
Increasingly the
problems having to do with his welfare and survival
have
to do with his adaptation to social environments.
This
implies not only the adaptation of individual behavior,
but the adaptation of more complex social systems as
'
well
.

The complexity of the social system and the institutions

within modern society derive from the amount of social business institutions are constantly called upon to perform.

The

political and economic systems are constantly under deliberate
inducement to improve their responses to the needs of the society.

This has a direct effect on the values of the society.

In Talcott Parson's view, modern societies are contrasted from

traditional societies by their placing of special emphasis on
the development of the economy.

38

It is toward the acquisition of some of the character37

Edgar S. Dunn, Economic and Social Development
don; Baltimore: The John Hopkins Press, 1971).
38

(Lon-

Talcott Parsons, Structure and Process in Modern
Societies (New York: The Free Press, 1960), p. 133.
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istics Of modern societies
that the present development
efforts
in Africa are directed.
The characteristics and
behaviors that
are desired span the entire
socio-political structures of
the
African societies.
the field of education,
economy, government, communication and
other social imperatives,
the expressed
desire is to acquire institutional
and value characteristics
that are mostly associated
with the behaviors of the
governments and people in the developed
economies.

m

Cyril E. Black observed that
the problem of modernization and/or development
involves the interrelationships
of
historically evolved institutions
of individual societies and
the universally valid standards
of value and performance that
have resulted from the growth of
knowledge in recent centuries 39
Conceived in terms of African societies
the historically evolved
institutions are the traditional ways
of life that govern the
survival of t.he societies. T.he universally
valid standards of
value and performance are represented
by the characteristics
of modernization and the processes
that govern the phenomenon
of development.

Most governments in Africa possess the two elements.
They, however, are not always in harmony with
each other.

grees of mutual rejection exist.

process uneven.
^.,alJ.y

De-

This renders the develooment

In situations of harmony between the histori-

evolved institutions and the universal standards of value

and performance, the processes of development are toward some
39

Harper

&

C E.

Row,

Black, The Dynamics of Modernization (New York:
1966
p. 192
)

,

.
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positxve form of institutional
outcome.

Ralph Braibanti des-

cribed this interrelationship of
factors as constituting an
institutional development process.
According to him such a
process consists of a symbiotic
relationship between the admini
strative and the political in a
social system.
in "developed"
political systems, the symbiotic
relationship is articulated
to more or less evenly developed
attitudinal and structural
components of the social order.
The process of development is therefore
a process of

relationships among institutional, value, and
cultural prcperties within a socio-political system.
In the instance of
the African society, the relationship is
externally induced
in terms of the values that are directed
at the indigenous
structures
The modern political structures in Africa have not

evolved or emerged from the total social order.

These struc-

tures consist of superimposed types of organization over the

historically evolved institutions of African society.

Conse-

quently, the institutional development process is uneven.

The

mutual dependence between these historically evolved institutions and the universal standards of value is haphazard.
a result of this unevenness of relationship,

As

possible advances

in the po].itical, economic, educational and other fields is con

strained.

Ralph Braibanti, ed
"External Inducement of Political-Administrative Development," P olitical and Administrativ e
Developmen t (North Carolina: Duke University Press, 1959), p. 1
.

,
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Planning Development
The processes designed to spur
development in African
states have emphasized economic
growth as a basis for invigorating growth or development in other
sectors.
The assumption
IS that when economies grow, the
people will realize development in education and other areas of
their lives. The approach
has involved planning instead of
letting market forces dictate the course of development.
This approach is predicated
on a number of reasons. According to
V.K.R.V. Rao,
for the

developing countries,
the major reason is the low level of
nomic development and the large leeway thay current ecohave
up because of their many decades of backwardness. to make
This
requires a rate of growth that is much higher
than would
be the case if consumption, savings, investments,
imports
and utilization of human resources were left to
take their
^^tural or unregulated and unplanned course.
.

The experience has been different.

.

The expectations of higher

rates of growth have not been realized by
states.

.

a

number of African

These disappointing results are ro some degree due to

the inexactitude of economic forecasting in developing countries.

Other causes of results different from anticipated gains are
inherent in the African societies themselves.

Robert L. Heil-

broner v/rote that:

Economic predictions often fail because they do not anticipate the ''feedback" of noneconomic activity. Typ ically
for instance, economic theory will project a growth path
by calculating the effects of labor and capital inputs,
capital outputs rauios, and so forth, in this way arriving at a course of economic output in the future.
But the
trouble vv’ith these projections is that economic theory
V.K.R.V. Rao, Education and Human Resources Develop ment (Bombay; New Delhi; London; New York: Allied Publishers,
1966), p 1
.
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Srgrowth"proc:sriL:i%X"?n!ua?f
Thus the state of the
^
future society
cannot be predi^ith any accuracv
u.acy.
Gams
one sector may adversely
affect progress in related
sectors
sectors.
Economic activity has
dimensions that are not economic.
The problems associated
with planning growth in the
economies affect other sectors.
Given the infancy of the
institutional base of the
governments, the response to
development often takes
unexpected directions.
The consequences are either
unbalanced growth or
adverse consequences on the
political system that the
planners
could not predict. This problem
manifests itself either through
competing demands made by the
environment on the scarce

m
:

re-

sources or results from the
responses of the population to what
is achieved or promised by the
planners. Garth N. Jones identified the problem when he wrote that
the complexity begins with the
realization that organisystems.
Concerted organizational
action
action%orthe
for the achievement of one goal
is, indeed
a rare
phenomenon.
Goal conflict is the common situation
in
organizational life.^^

m

This conflict IS exacerbated by Africa's
lack of strong
institutions for both political and economic
development.
The
persistent preoccupation with development efforts
that disregard
the weaknesses of African governmental and social
structures
leads to disappointing results in modernization.

Accordingly,

Robert L. Ilailbroner and Arthur M. Ford, eds
Is Economics
Relevant ?
A Re ader i n Political Economics (Pacific PalisadR.s.
Calif.; Goodyear Publ. Co., 1971), p. xvi
.

,

,

.
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Garth N. Jones, Planned Organizational C hange (New
York; Washington: Frederick A. Praeger, Publisheri, 1969)
p. 135.
,

55

the problems of modernization
are nnf
not onl^ connected with
the issues of economic
sufficiencies; they are also
connected
with issues of how people and
processes for development are
organized.
This arrangement of mutually
supportive institutional arrangements forms one of
the major activities the
African states undertook after
independence was attained.
Against the background of these
efforts, there exists what
are conceived to be ideal
governmental structures of political
systems.
These represent both the metropolitan
and the new
aspirations of the developing polities.

The Modern izing African Political
System
All modern African governments have
recently emerged
from various forms of traditional rulerships.
The basic

characteristics of these governments are a
mixture of traditional and modern approaches to government.
Other features
beside the institutional aspects of government
reflect themselves in the values of the people of the African
states.

Having moved away from traditional structures of
government,
and adopted in varying degrees most of the European
structures
of government, the people have increasingly adapted their
cul-

tural and consumer habits to the new material objects brought
oy modernization.

However, there is srill a strong residue of

tradition in present-day Africa.

As a result, the interaction

betw'een modern ways and traditional values possesses elements

of confrontation.

For success in modernization, the willing-

ness of the cultural components of African society to adjust
and change complementarily to the new foundations of government
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m

is crucial.

the absence of changes
in the institutional

and cultural components of
African society, the introduction
of technological innovation
meets with either apathy or
outright rejection by the population.
This possibility lies in
the nature of the differences
between traditional society
and
modern society. Traditional
society lacks the institutional

diversity and specialization which
is associated with modern
society

i*olitical Development

Max Weber observed that all serious
reflection about
the ultimate elements of meaningful
human conduct is oriented
in terms of "end" and "means."
He noted that something
is

desired concretely either for its own
sake or as a means of
achieving something else which is highly
desired.
One of the desired ends of the modernization
processes
is the achievement of a developed
political system.

The pro-

cess of moving towards a developed political
system is political development.

According to

H.

Lasswell, categories of the political

development process can be identified as leading toward

a

self-sustaining process of pov/er accumulation and structural
change or as movement toward an ideology of progress and 'commit-

ment to power-sharing as

a

long-run goal.

Other characteristics

of political development consist of an internal process of de44

Max Weber, The Methodology of the Social Sciences,
trans. Edward A. Shils and Henry A. Shils (New Yorkl The Free
Press, 1949)
p. 52.
,
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cision whose structures, both formal and
informal, organized
and unorganized, constitute a system of
public order capable
of creative realistic problem-solving in
pursuit of a rising
level of participation in all values.
The political development proce-s further moves toward sufficient
power to maintain

national independence, hence effective political
demand for
economic development and for growth in all value-institutional
sectors of the body politic.

What is apparent in this description of political devel-

opment is that the institutionalization of values dominates the
idea of progress

There is a pattern that is supposed to con-

.

stitute the phenomenon or process of political development.
Like most developing areas of the world, the African

states have adopted

a

Western view of political development.

This approach has been criticized as taking little cognizance
of other factors that are indigenous to the African people.

However, there is agreement between antagonists and protagonists of the Western "pattern variables" approach that the

political development occurring implies both institutional and
cultural change.

C.E. Black disagrees with the cultural change

theory implicit in the popular concept of modernization as assuming that form follows function and that culturally the concept is an essentially Westernizing view of modernization.
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Among other things this Westernizing view of modernization
Lasswell, World Politics Vol. XVII
Yale University Press, 1964), pp. 298-9.
,

(New Haven:

^^C.E. Black, The Dynamics of Modernization
Harper & Row, Publishers, 1966), p. 195.

(New York:
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postulates development dynamics
consisting of and leading to
both Western cultural and
institutional modes of social organization.
TO the supporters of the
"pattern variable" approach,
the common assumption is that
"developed" societies ought to
serve as models for others.
Some observers are ambivalent with
regard to cultural factors in development.
Those who recognize
the cultural factors in development
reject the notion
that all

societies ought to follow the examples set
by the developed
countries.
Others assert that modern patterns of
development
are inevitable given the demonstration
effects and technological penetration of modern societies throughout
the
world.

However, there is no valid reason to dismiss
the fact

that modern technology and the language with which
it is con-

veyed constitute a Western or European influence over
African
societies.

Accordingly, any African governmental structure,

or changing social system, is designed to complement this

Western technology.

Thus models of modern African political

systems are likewise an attempt to adopt and adapt European

political systems and make them suitable to the African developmental objectives.

The model of the modernizing African

Political System represents both the institution of the system and its value variables.

Taken in its completeness, the

model represents the social system of the developing African
society.

It possesses, with varying degrees of consistency,

a distinctive totality beyond the individual characteristics
47
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,
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Denis Goulet, The
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of its component units.
It cannot be considered
as a full representation
of
the Whole range of activities
in a political system.
it none-

theless portrays the fundamental
component units of African
political and social systems at
this stage of African modernization.
The units can be looked at
as formal skeletal depictions of organizational
structure.
They are representations
of specific spheres of
behavior or activity which when
simplified by means of precise goal
definition eliminate illogical
inconsistencies 4Q
The behaviors that are expected
from the model are
movements toward accomplishment of
development.
The behaviors
involve changes in the institutions
themselves and also in the

culture and values of the people.

Thus any model or representa

tion of the modernizing African system
is descriptive as well
as prescriptive.
In the lepresentation of the modernizing
African poli-

tical system two social systems are apparent.

One is the

traditional social system and the metropolitan social
system.
The fusion of the two results in the post-independence

social

system.

The two social systems have value and institutional

characteristics that are unique to each system.

Thus, a rational

comprehension of the direction of mode.rnization in Africa must
A.D. Hall and R.E. Fagen, "Definition of a System,"
vol. 1 (1956), pp. 18-28.

General Systems

,
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John R. Nellis, A Model of Developmental Ideology in
Africa: Stru cture and Implications (Beverly’ Hills CaTIf
Sace
Publications, Inc., 1972), p. 392.
.
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take account of changes in
the values and the institutions
within African society.

Harold H. Lasswell underscored
the importance of these
two factors in development
by stating that an intellectual
distinction of fundamental importance
in elucidating comprehensive and fundamental theories
of development is provided
by the concepts of value and
institution.
Lasswell further
stressed that the essential trait of
development is the innovativeness of the changes that take
place in the process.
The changes that take place affect
the institutions of African
society and also redirect the values of
the people.
In order
for development to take place the
institutional and value
changes ought to conform to some type of
positive movement
toward accomodation of modernization.

Value and Cultural Changes

Martin

Re.in

into two categories.

wrote that theories of change can be divided
There are those theories that accept

social conditions as constraints and conclude that change must

start with the individual.

The second category consists of

theories that treat external conditions as the targets of
change rather than as constraints.

The former are based on the

premise that if individuals themselves would change, they could
begin to alter the external resources in the social environment.

The latter are predicated on the argument that man canH.D. Lasswell, "The Policy Sciences of Development,"
vol. XVII, no. 2 (January, 1965), p. 288.
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not change until the world he lives
in is transformed.
The
material base, according to this
category of theories, must
change first because man's emotional
responses are adaptations
to the external circumstances in
which they live.^^
The settings consist of the conditions
of personal
relations, group relations, and the
circumstances of the institutions in which they live. All these social
conditions constitute the environment. The predominant
property of a social
environment is culture. Culture consists of many
properties.
These properties should have gained high levels
of internali-

zation in the values of the society for the society
to possess
commonly shared perceptions about itself and other
societies.

According to Martin

E.

Olsen, culture derives from

human interactions that generate ideas about collective
endeavors

which people share as fellow participants.

They exchange

attitudes, values, and beliefs and develop common standards
of action and also develop common approaches to doing things.

Consequently, the cognitive aspects of the human environment
are important in modernization.

Changes that take place or are

pxanned in the society can be perceived with a fairly common
approach.

This perception is important to a society's views

about the authority which their government claims on their
behalf.

This point is emphasized by James D. Thompson and

^Martin Rein, Social Policy: Iss ues of Choi ce and Change
(New York: Random House, 1970), p. 286.
52

(New York;

Marvin E. Olsen, The Process of Social Organizati on
London; Chicago: Holt, Rinehart & Winston, 19 66)
p. 52.
,
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Donald

R.

Van Houtsn:

culture is values, the notions
IS important, sacred,
unquestioned
the things or symbols which give
meaning to life. An^
It IS from this culturally
approved menu of values that
his golts'^^nd'asPira^i^nst^s"""

of^a^pIople^abLrwhS^
about what
^

’

Institutional Changes
The intervention strategies in African
development
represent the utilization of the two categories
of change
theories.
Emphasis, however, has been concentrated on
effecting changes in the external environment.
The assumption behind this approach is that changes in Africa's
institutions

and their performance in delivering modern means
of existence

will affect correspondingly favorable changes in the
attitudes
of the people.

To this effect, the primary target in modernization has

been introduction of new institutions through the process of

borrowing from colonial structures.

The borrowing has been

complemented by some forms of internal invention.

Whatever

pattern of development emerges from the borrowing process results from the relative strengths of both the pre-existing
system, the traditional system, and the colonial system.

As

Fred W. Riggs noted, the functioning of politics and administra
tion in the new African States can only be understood in terms
of the composite framework of interactions between the old and
53

James D. Thompson and Donald R. Van Houten, The
Behavioral Sciences: An Interpretation (Reading, Mass.: Addison
VJesley Publishing Co., 1970), p. 24.
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the new, the traditional
and the modern.
Development at
the institutional level
win follow either a pattern of
mutual
dependence or some degrees of
mutual rejections between the
traditional and the modern
colonial, social and governmental
systems
In terras of the concept
of modernization,

the institu-

tional changes that occur are
supposed to achieve a level of
differentiation that is complementary
to development.
The popular theory is that the more
differentiated political and social
systems are, the greater the degree
of their expected response
and adaptability to modernization
and development.
This point
was emphasized by Talcott Parsons
when he observed that:

institutional differentiation have proceeded to different levels in different
modernization is related to the level of societies and that
structural difsociety.
Hence, one would not expect
that
hat societies below a given level of
such
tion would respond readily even to outside differentiastimulus in
this respect, whatever their values.

Viewed from

a

structural perspective the process of

modernization, not withstanding the developments that
is fosters, constitutes the determinant of changes in
other social

institutions in the society.

These changes may involve values

and the very definition of modernization itself.

Thus, modern-

ization consists, at the very minimum, of increased diffe'^enti^tion and specialization of institutional structures and
54

F.W. Riggs, "The Structure of Government and Administration Reform," Political and A dministrative Development, ed. R,
Braibanti (Duke University Press, 1969), p. 23W.
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Parsons, pp. 128-60.
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roles

There are two basic characteristics
of African structures.
At the governmental levels, the
structures represent
an imposition of alien systems
over the traditional
systems.

This process proceeds along the line
of endeavoring to diversify the functions of the state
apparatus.
This diversification constitutes an inducement of both
the imposed structures
and the people to respond to the processes
of development.
The institutional activity that governs
this process can be

called a learning process.

in such institutional learning pro-

cess the institutions are induced to attain new
and innovative

behaviors.

Thus the borrowing that takes place in the modern

African political structures represents the cultural
change
that accompanies modernization.

There are many pre-conditions that determine the

degree and direction of cultural change in Africa.

One of

these conditions is the state of the pre-existing traditional
system.

George M. Foster v;rote that notwithstanding the impor-

tance of local invention and discovery, the major force in

cultural change is borrov/ing.

Consequently, it follows that

societies that afford their miembers ample contact with other

societies may be expected to change more rapidly than societies
*-T

whose members have little contact outside their local groupings.
^^S.N. Eisenstadt, "Breakdowns of Modernization," The
Dynamics of Modern Society ed. W.J. Goode (New York: Atherton,
1966)
pp 434-48
,

,

.
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Foster, p. 25.
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Figure

1

The Modernizing African
Socio-Political System

Limited
borrov/ing

Figure

I

is a representation of flows of cultural diffusion

and the relative degrees of borrowing that occur in the process

of cultural and value change in Africa (see footnote 58; p. 14).
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In the case of African societies,
the contact with Europe,

irrespective of its involuntariness,
has afforded them the
irresistible chances for cultural change.
The idea of contact per se does not provide a
comprehensive likelihood
of

change.

The character of the intruding
culture must also be
of such strength and appeal as to
rally the African people
toward an acceptance of innovation.
It is not only the culture per se that must be strong, the
innovativeness in a social
system or political system or a sub-system
thereof must be
Strong in appeal for change to take place.

The values of the target society and the degree
of

resistance they are capable of mounting against change
determine the depth and direction of changes that occur.
No society
can voluntarily surrender its basic value and cultural
insti-

tutions to attack by other cultures.

The degree of resistance

is relative to the inner strength of the target culture.

In

the words of Geoffrey Vickers:

The more comprehensive the bonds which link men to a
given system, the more alien will appear those who are
external to it. And all groups and societies, mindful
of their own coherence, do what they can to make their
claims dominant and to weaken any claims which might
conflict with their own.^^

Given the fact that it is political systems that allocate values in any society, the relative we:ikness of the pre-

James R. Scarritt, Political Development and Culture
Change Theory: A Propositional Synthesis with ApplicaLion to
Africa (Beverly Hills; London: Sage Publications, 1972), p. 14.
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Geoffrey Vickers, Making Institutions Work (New York:
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Sons,
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existing system, the
traditional system, puts
the values and
norms of innovation in
a stronger position
in the interaction
place.
The various institutions
that are constructed
to promote innovation
result in observable shifts
from traditionalism toward modern ways
of life.
One of the strongest
institutions that transmits the
values and norms of
modernisation is the institutions
of
modern educational methods.
The institution of modern
education is not independent of
other institutions in modernising Africa.
The changes that have
occurred in Africa have had
the effect of altering
societal arrangements in other
instituwell as in the institution of
education.
it has been
noted that the alteration of
political systems has amounted to
increased differentiation of
institutional behavior within
the modernizing African political
system.
This differentiation, expressed in terms of
education, has meant the emergence
of various trends regardi.ng the
educational sector. As a
direct result of institutional and value
change educational
indicators of modernization have included
an increased importance placed on rationality and literacy.
There has been an
increase of individuals who are formally
trained as against

family or traditional modes of training.

The position of

women has improved from that of keepers of the
home to that of
marginal participants in the affairs of the state.
All these
trends characterize the modernizing African political
system
and its sub-systems that are charged with specific
areas of

activity for the promotion of modernization.
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The picture of modernization
has been primarily
focused on the fracturing of
traditional institutions.
The
conquest of tradition and its
replacement with foreign, mostly
European, institutional arrangements
is predicated on the belief that the modern institutions
are suitable for the introduction of processes of modernization.
Thus the ideal social
conditions for development are regarded
as consisting of

given institutional and value differentials
that partially or
wholly contribute to the encouragement of
development.
ihe common belief is that cultural
change ought to

take place within given patterns of decision-making.

Conse-

quently, the political system should possess certain
patterns
of decision-making that are intended for particular
policy

outcomes.

These policies should be implementable through the

value and institutional variables of the social system.

If

the qualitative and quantitative outputs from the policy sys-

tem are irrelevant the result may be the retardation of development.

Modernization may suffer as

a consequence.

In this respect, what must be answered in connection

with the modernizing African governments is: what type of

decision-making arrangements have been utilized in order to
achieve the objectives of modernization?

What is the relation-

ship between the political system and the social environment
in these counrries?

Answers to these questions beg yet another

set of questions regarding the political system.

This involves

the nature of the environment and the linkages betv/een the

environment and the political system.
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P ublic Pol icie s and the
Decision-making Pro cess

In the formulation of public
policy,

the principal

sources of activity are governments and
their political systems.
The processes of formulating policies
occur within the
decision-making procedures in any government
or nation-state.
The outcomes from the process of decision-making
constitute

policies that a government and the people would
like to see
implemented.
Policies are therefore outcomes involving demands
made by the forces of the environment on the
socio-political
system.

According to R.C. Synider, the process of decision-

making and policy-making results in the selection from

a

socially defined, limited number of problematical, alternative

projects of one project intended to bring about the particular
state of affairs envisaged by the decision-makers.^*^

Conceived

as system outputs, public policy consists of the response of
a

political system to the forces brought to bear upon it by

the environment.

In this respect the forces generated in the

environment are the inputs.
In an African political system the environment v/ill

consist of properties that are different from those of European political systems.

The demands will likewise vary in

accordance with the extent of the cultural transformation that
shall have taken place as a result of previous policies and
Synider, H.W. Bruck and B. Sapin, Foreign Policy
Decision-Making: An Approach to the Study of International
Politics (Glencoe: The Free Press, 1962), p. 90.
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^Thomas R. Dye, Understanding Public Policy (New Jersey
Prentice-Hall, Inc., 1972), p. 18.
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the institutional differentiation
brought about by modernization.
Figure 2 represents the
decision process without identifying the characteristics of
the environment and the type
p litical system.

The model nonetheless represents
a prototype relationship between any
political system and the environment.
It also depicts the relationships
between the
demands made on the political system
and the outcomes from
these demands.
In an African political system
the political

system consists of both the modern and
remnants of the traditional modes of social and political
organization. The environment of African society is the cultural,
social and religious
properties of traditional African society.
It also consists
of the relatively low levels of modern
political socialization
that has been attained by the majority of the
African
people.

Figure

2

Representation of relationship between the political system
and
the environment,

Environment

Environment
Demands
?

I

N
P
U
T
S

Environment

THE

0
U

POLITICAL
Supoort

SYSTEM

Decisions and.
^
Actions

T
T)
X.

U
T
S

Environment

The consequence from the relatively less integrated

nature of modern African social systems is that the articulation
Figure 2 is adapted from Thomas R. Dye's Unde r sta ndin
Public Policy (Englewood Cliffs, N.J.: Prentice-Hall, Inc., 197
p

.

18

.

rojiX}
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as well as the aggregation of
interest distorts the flow of
demands brought on the political
system by the forces of the

environment.

The problem of integration
does not only lie
with the environment. The African
political system itself
suffers from lack of a high level of
institutional differentiation.
This has adverse effects on the
decision-making pro
cess.
The overriding problem is that the
actual structures
that exist in the relationships between
organized political

authority may not be identical to the ideal
structures that
are represented by the constitutionally
ordered formations in
the political system.
Figure

3

represents a flow of linkage pattern between

the African environment and the political system,
its pro-

cesses and personality behaviors.

It also portrays the direc-

tion of flows of the linkage toward the formulation and charac-

terization of public policies of the African policy system.
The model also represents a mixture of two social systems that are inherent in present-day African societies: the
two characteristics are in the institutional and value differen-

tials in African political systems.

The relationship between

the institutions and values of the African people manifests

itself in the policies that are advocated and the reaction of
the people to these policies.

Above all, policies of any poli-

tical system represent the values of the society.

The institu-

tions themselves are developed for the attainment of value goals.

Emil Durheim stressed this point when he observed that

a

major

element of human action, in general terms. is the ultimate
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Figure

ENVIRONMENT

including

POLITICAL SYSTEM

including

educational levels
traditional culture
tribal relations
religion/traditional
and western
economic system/
rural and modern
money economy

1
2
3

3

PUBLIC POLICY

including

form of governm^ent
party organization
power structure
degree of conflict
elite profile
modern/traditional
pattern of power
sharing

educational policy
land policy
customary law
law on the status
of traditional
rulers
foreign policy
pan-African policy
development policy

linkage on direction of the effect of environmental forces
on institutions and personalities in the political system.
- the effect of institutions, behaviors,
and personalities
on policies.
- the effect of environmental forces and conditions
on public

4

-

5

-

6

-

policies
the feedback effect of public policies on environmental
conditions
the effect (feedback) of political and governmental forces,
behaviors, and processes on envircnm.en tal forces and
conditions
the effect (feedback) of public policies on political and
governmental institutions, processes, and behaviors: (the
political system)
See footnote number 62; p.

5.
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value system.
In a political or social system
when values and institutions are at times uncomplementary
to each other, the deci-

sion-making process can operate at
irregular and sometimes
unrealistic pace. The developing countries
of Africa were
this phenomenon during the early

tiy

years of their independence.

in development administration

and decision-making, the developing
countries of Africa had
to pass through many stages of national
organization before
well established processes of government were
realized.
One of the problems in African development
concerns

certainty and realism that can be expected to result
from the
political systems. The concepts of realism and certainty

are

important in a political system because they both indicate
the existence of stability and direction of the policy-making

apparatus in the nation-state.

When viewed in terms of their

j-buuion to execution of policies,

realxsm and certainty

provide that decisveness which is essential for the effectiveness of development policies.

According to Harold Lasswell,

decisiveness affirms the importance of avoiding confusion and
paralysis during nation-building by maintaining

a

decision pro

cess that produces realistic and timely commitments.^^

The question that arises in connection v;ith the Africa

states is how political systems that are composed of different
64

Em.i 1 Durkheim,
"The Role of Institutions," The
Structure of Social A ction ed. T. Parsons (New York: The Free
Press, 1949), p. 400.
,

^^Laswell, pp, 298-99.
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levels of modern political
socialization and also possess
different, sometimes competing
social systems, can produce
realistic and timely commitments
in terms of policies.
There are varying opinions on
the character of the
policies pursued by the African
states.
One view subscribes
to the idea that African
development policies are a compromise between two competing
environmental forces; that is, the
modern and the traditional. Such
policies are said to be
necessitated by the imperatives of stability
and the need to
respond to the different constituencies
in the national population.
According to Arnold Rivkin:

Institutional balance

—

of traditional and modern, of
local, or public and private, to say nothing
of political, economic, and social
institutions— is an
integral part of the problem of bridging the
or institutional gap of independent African structural
states.

The institutional dimension of this balancing
act in-

volves the traditional institutions of tribal
rulerships that

coexist with the post-colonial governance structure of
today.
The process of the relationship between the two is constituted

by the interplay in the coexistence of the central and peri-

phery systems.

The indigenous systems, especially in the

former British colonies

,

have maintained some degrees of con-

tinuity with the past because colonial policies preferred the

adaptation of traditional systems to the objectives of colonial
policy instead of liquidation.

This amounted to indirect rule

Rivk in
67 ^

&

^
Oniga Otite,
Autonomy and Dependence (London:
Co., 1973), p. 3.
.
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and it had much to do with
the survival of traditional
systems of government. One
other set of reasons for the
survival

culture.

may lie in factors that
are indigenous to African
The inner resiliency of
African traditional struc-

tures and the strengths of
cultures to withstand the forces
of Westernizing change may
have had much to do with the
retention of tradition.

Impacts and Impli cations of Change
in Africa
The processes of modernization in
Africa have affected both
the institutions and the people.
These influences can either
be good or bad.
But one fact about the changes is
worth mentioning here.
This is that the people of Africa and
their

governments are willing participants in the
processes of modern
ization.
The repercussions on them and their
institutions are
a matter they as organized people will
have to fashion and

direct in ways that fit their collective ideas about
what is
important for their futures in this technological age.

In has

been established that institutional change has implications

whose direction is toward cultural change and therefore the
emergence of new and hitherto unknown patterns of human relations.

Viewed in terms of man's right to develop without undue

interference from without, the processes of modernization are
clearly an interference with that freedom.

As observed by

Giovanni Sartori;
A deliberate planning of politica.l development squarely
amounts to a deliberate manipulation of m.an.
Institutional planning cannot stand alone.
It requires the im-
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plementation of behavioral planning.
What results from behavioral
planning is the erosion
of time-honored traditions of
African society. This is the
direction toward which modernization
is moving the African
states and their peoples.
However, the process is not that
simple.
It involves varieties of possible
directions toward
which the people may ultimately be
placed.
The strength
of

the African family may be fractured.

The personal and group

relations that define the African people's
character may also
suffer in the process.
The new culture may not be sufficiently
internalized and as a result the people may
respond to modernization and its processes in ways that jeopardize
the programs
of development.

There is nonetheless an optimistic view con-

cerning the process of national modernization.

This view

postulates the fracturing of traditional culture as a precursor to improvement of the processes of national modernization.
The process, according to W.W. Rostow, is along the following

sequence
Once the traditional society is fractured, certain forces
operate more or less steadily to move the society toward
modernization: widened contact and communication with
more modern societies, the rise of trade and cities, and
the emergence of new generations less committed than their
elders to the old ways, born into a. world where modern
activity is increasingly a fact of life than a perceived
break with the past. 69
68
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W.W. Rostow, Politics and the Stages of Growth
(Cambridge: Cambridge University PresT, 197i)
pp. 60-61.
,

77

This optimistic view has
dangers that have been cited
with regard to cultural change.
The idea of a fractured tradi
tional life bears elements
of sudden change.
In such situations, the change amounts to
adoption of modern ways. A rational view of modernization
implies adaptation of modernization to conditions existing in
the African states.
Any realiz
a-ion of the objectives of
modernization depends in the ultimate on how various strata of
African society respond or inter
pret the set of new conditions.
The theory of adaptation as
opposed to adoption suggests that elements of the traditional
society will continue
to exist during the process of national
modernization.
The

response and interpretation of processes
of modernization
shall be taking place at two levels.
It should take place
at the institutional level where the
realization of the bene-

fits of modernization expresses itself in
material advance
for the people.

It should also take place at the level of

those traditional elements that are crucial for the
institu-

tional adaptation of the African political system.
The complexity of the modernization process has wit-

nessed a series of experiences with regard to the purposes of
political innovation in Africa.

For some Africans, the attain

ment of independence and the consequent adoption or adaptation
of technology are interpreted as cultural absorption of Africa

by Europe.

Tnis school of thought advocates a corrective

.re-

introduction of traditional modes of rulership in Africa.

protagonists of this idea are some of the educated Africans

The
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with differing agendas for
the future of Africa.
in this
case the institutions and
values are in a state of
continuing
transformation.

This transformation results
from changes
in the human factors that
govern the ^s^intenance and operation
of the institutions.

Irving Swerdlow has identified
two variables that
govern and determine the operation
of institutions.
These
are the institutional variables
which are internal to the
institution and linkage variables which
relate the institution
to Its environment.
In traditional societies variables
that are internal to traditional
institutions and the processes thereof consist of fixed behavioral
characteristics.
Edgar S. Dunn has called these variables
as corresponding to
a model type that can be classed as
a machine system.
A
machine system, according to him, is characterized
as a fixed
and finite range of behavioral options.
It possesses a fixed

process technology; it has specified sets of criteria
and techniques for interpreting environmental signals and its
environmental and signal channels are of fixed capacity.
The opposite of this model is the modern or modernizing

institutions.

It contrasts with a machine system because it

has the capacity to be reprogrammed in its behavior.

Its in-

ternal characteristics possess new sources of behavioral ideas.
Irving Swerdlow, "The Administration of Economic
Growth," The Ad ministration of Change in Africa, ed. E. Philip
Morgan (New York; London: Dunellen, 1974)
p. 63.
Dunn, p. 19.
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It can transform itself to
fit a given set of new circumstances.
In the process of change
it

develops new kinds of

activities and hence new organizational
structures.
The end
result is the change in the
institution itself. This is a
learning system.
Talcott Parsons identified those who
subscribe to a
return to traditionalism as restorationists
whose objective
is primarily to move away from
European dominated concepts of
development whose values are said to lead the
African people
away from their traditions. To them
independence

tends to be

interpreted, to some extent, as restoration of
a pre-colonial
system, with freedom for implementation of
the traditional

values of the society.

Such restorationism is, however, directly

inimical to economic development.^^

Another school of restorationists is composed of remnants of traditional rulers.

These view independence as mean-

ing that their pre-colonial status of power ought to be re-

stored.

These varying interpretations of independence have at

times caused the emergence of destabilizing factors in the

independent states of Africa.
Summary

What has emerged in the foregoing pages with regard to

traditional and modern or modernizing societies is that there
are differences of institutions and values between these soci72
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eties.

in both societies
institutions complement the
values
that are shared by the
majority of members of each
society.

tutrons, being multi-purpose
organisms, have developed
regularities of internal
maintenance and relation with
the
environment

The one most important
aspect of institutions and
their properties is that they
are human creations and in their
processes they express the ideas
of man.
In terms of development or modernization, the
direction toward which changes in
value and institution ultimately
determines the content and
qualitative dimensions of the
modernization process.
Development in Africa has embraced both
the qualitative and quantitative aspects of institutional change.
The qualitative aspects
of the changes have been in the
improvement of the peoples'
material gains.
It has meant the increase in
consumer goods.
This has been accompanied by both a
qualitative and quantitative
output in the nurrJier of things that are now
considered valuable
or indispensable for the nation-states
and their people.

The base for the realization of these gains has
been
the modernizing institutions and the correspondingly
adjusted

values of the people.

For the institutions to change, a num-

ber of processes have had to take place.

One of these pro-

cesses is the inculcation of new values via the medium of education.

The content of the education that is provided to the

African people bears elements hitherto unknown to the traditional African society.

This educative process brings forth

new values and new behavior patterns that are diam,etrically
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opposed to those that accrue
from the institutional
and value
properties of the traditional
society. One dimension
that

distinguishes the new educational
processes from the traditional one is its emphasis
of the future as against
an emphasis of the present.
Thus, changes in values and
institution
toward some defined or undefined
future is constantly assured
of content matter that is
intended as support for the operation of the institutions.
Education forms the most visible
institutionalization
of change in Africa.
It sets the horizons of
anticipated
futures within existing pre-determined
goals.
Such endeavors
do not take place in a vacuum.
Because of the many forces
determining the outcomes from policies,
it is not easy to
predict with exactitude the nature of
the possible outcomes
from specific policies. Thus, the
framework of choice and
expectations is one that is not of absolutes.
Joyce M.
Mitchell and William C. Mitchell observed that:
Public policies are not made in situational
vacuums; instead they are formulated within powerful sets
of factual
and normative constraints; that is, conditions
that are not
susceptible to much short-run alteration
One of the major constraints to any definitive predic-

tion of policy impact, this includes educational policy,
is the

changing nature of political structures of government in .Africa.
With these changes come changes of personalities and their

viewpoints on policies.

These have effects on the stability

74

Joyce M. Mitchell and William C. Mitchell, Political
Analysis and Public Pol icy (Chicago: Rand McNally and Co
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and/or instability of the
development process. As a
result
the content of the outcomes
will vary within the
borderlines
Of the complexities of the
constraints binding on the behaviors of both the institutions
and the decision-makers.
In

this connection, J.K. Friend
rriena et al. have observed
that:
v,

rssLr.
perceptions of these relations and
toe problems?75^®"‘^
For African leaders and their
people, the social and
cultural influences of modern
education have influenced their
thinking in varying degrees. The
essential question of their
time IS how they can adapt a foreign
educational system without catastrophic consequences to their
inner cultural idioms
and native topic orientations.
This value problem is central
to educational development in Africa
today.
The risks that
accompany induced value changes and their
benefits constitute
the whole set of the development efforts
of Africa's postcolonial existence.
Some of these risks and benefits
are the

subject of the next chapter on educational development
in

Africa
Friend, J.M. Power and C.J.L. Yewlett, Public
Planning: the Inter-corporate Dimension (London: Tavistock
Publicat:.ons, Ltd.

,

1974)

,

p.

24.

CHAPTER three
EDUCATIONAL DEVELOPMENT IN AFRICA:
STRUCTURES,
POLICIES AND THEIR IMPLICATIONS
Introduction
The development of education by any society
is depen-

dent on a variety of factors.

Some factors are influenced by

the esteem education enjoys in a society.

As a social institu-

tion, the development of education is dependent
on its compe-

titive position with other social institutions in
the society.
In societies where education is the direct
responsibility of

the national government, its position can be determined bv
the allocation of resources to it.

However, in those societies

where the education of the young is left to the families and/or
groupings of social interests

,

the national government does

not possess direct educational policy responsibility.
In Africa the development of m.odern systems of educa-

tion is the direct responsibility of national governments.
a result,

As

it constitutes one of the important sectors of

national business

Consequently, educational development must

be viewed within the context of the total picture of develop-

ment processes that are taking place in African nation-states.
These developmental processes consist of activities and programs for the modernization of the political, economic and
83
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social welfare sectors.

Most educators appear to agree
that there is a strong
interrelationship between educational
development and the
development of other sectors. The
prevailing opinion among
writers is that the level of
formal education attained by a
nation helps to determine the rate
of progress in the advancement of other sectors. As these
sectors are constantly changing, the rate of educational change
must also be in a state
of constant change in order to complement
qualitative changes
in other fields.
Thus changes in education must be part
of
the changes in the social fabric of a
society.
As all social
institutions change, an existing

educational system may be conceived of as the temporary
outcome, or crystallization, of an ongoing
process of
evaluation of problems and solutions and of their subsequent translation into organizational arrangements 76
.

As African societies are in constant flux, the educa-

tional systems of Africa are also in a similar state of constant change.

Like changes in the political and economic

spheres, the changes in education should also exhibit regularities of direction if development is to take place.

The direc-

tion and the extent of the development of the educational sec-

tor in any society is influenced by two elements in African
society.

These elements are the values of African society and

the nature of the planned changes that are introduced into the

Andre Benoit, "A Note on Decision-making Processes in
the Politics of Education," Comparative Education Review, vol. 19
(February 1975)
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the society,

These values sometimes
express themselves imper-

ceptibly
For African society, the
appreciation of modern education must be accompanied by
radical changes in societal
arrangements.
These changes cannot take
place within a short
space of time because they involve
basic social orientations
in the African society.
In Louis Fischer and Donald R.
Thomas'
words, basic value orientations are
slow to change because
they have evolved gradually out of
common needs and goals.
In Africa traditional common needs
and goals cannot

occur without inducements within the new priorities
of modernization.
These inducements express themselves at both
the
individual and national levels of African development.

At

the individual level, the attainment of education
is associ-

ated with economic betterment and social mobility for
the in-

dividual and his/her family.

As a result enthusiasm for modern

education in Africa is derived from family encouragement.

This

encouragement is stronger where value change has progressed to
stages when education is viewed positively by African society.
In settings where traditional ways hold sway, the encourage-

ment of youth to attend school is weak.

In such a situation

the social setting may be said to be in disharmony with techno-

logy and its values.

Technology may have improved much more

rapidly than the values of the people.

The relative changes

Louis Fischer and Donald R. Thomas, Social Foundations
of Educational Decisions (Belmont, Calif.: Wadsworth Publ. Co.,
1965)
p. 24.
,

1
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in traditional values shall have
remained behind.

The dis-

harmony between technological change and
value change
in a society in which technology is
rapidly
cultural values are also in a state of flux changing and
occurs because values are more deep-rooted in a society
than technology.
They change less rapidly.

At the national level, governments design
educational

policies with a view to fulfilling the objectives
of development.

The objectives of individuals are also realized
through

these national policies.

Educational policies are therefore

an integral part of the political systems in Africa.

Africa

may be said to exhibit the most visible political profile
in almost all matters associated with the welfare of its

people.

The dominance of the political presents educational

policy as inseparable from political policy.

The politics of

development places education in one of the priority positions
in the programs that any African government conceives for the

whole population.

The need for control of the major areas of

the development process makes education, as the stimulant to

most development, a very important political consideration.
This primacy of politics in the development of education is

further justified by the degree of influence the technological

revolution has had on education and other social institutions.
The Center for Educational Research and Innovation of the O rgan

ization for Economic Cooperation and Development in its report
on the nature of the curriculum for the eighties and onwards
78

Dorothy Westly-Gibson ed., Social Foundations o f
Education (New York: The Free Press, 1967), p. 123.
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emphasized the importance of
involving politics in educational
policy

°^°”°d^rmen"Lf^omen-?the'‘skihs^

th®

One of the reasons for involving
government and politics
in educational development
derives from the financing of educational programs.
Like most states, African governments
are
the principal source of funding for
educational development.
The educationists in these countries
are paid by the governments.
The dependence of the educational
professionals on
government reduces the professional factor in
educational

policy-making.

W.E.F. Ward characterized the weakness of
the

professional factor in educational policy as resulting
from
the fact that those who pay the piper call
the tune and also

on the fact that the commercial and political
worlds demand

easily measurable results. 80
79

OECD Workshop Report, The Nature of the Curriculum
for the Eighties and Onwards (Germany: Kassel, 1970),
pp. ll-14.
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W.E.F. Ward, "Education in the Colonies," New Fabian
Colonial Essays ed. Arthur Creech Jones (London: The Hogarth~
Press 1959
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Major Features of Co lonial
The introduction has
endeavored to place educational
development within the socio-political
settings that prevail
in Africa today.
Before any treatment of the
processes of
educational development in Africa,
an understanding of the
contexts of its foundations is
necessary.
These foundations
are the colonial systems of
education from which modern African education has evolved.

Colonial education in Africa consisted
of the British
ana French systems of education.
However similar the effects
of both colonial systems were on
African development, there
were salient differences between the
systems of these two
colonial powers. These differences
reflected different political philsophies practices by each
metropolitan power both at
home and abroad.
According to Remi P. Clignet and Philip J.
Foster the differences between the British and
the French
lay in their approaches to colonization.
In the British African territories there v;as
a more general attempt to develop systems of indirect rule.
This
reflecced in some degree the earlier disinterest of the
British Government in political expansion overseas.
Indeed, a great deal of initial penetration into some new
territories was effected by trading companies, often without the active support of the crov/n.
These companies were
much more vigorous than their French counterparts. When
the British Government finally felt obliged to intervene
actively, the notion of indirect rule commended itself on
the grounds of administrative econom.y and because it promised minimal interference in the affairs of traditional
authorities, suoject to certain residual powers be.lng
reserved to the crown.
81

Remi P. Clignet and Philip M, Foster, "Education and
National Unification in Africa: Historical Background," Social
Foundations of Education ed Cole S. Brembeck and Marvin Grandstaff
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Whilst the British colonial policy
corresponded to laissezfaire policies at home that provided
for oonsiderable devolution of power to looal authorities,
the French colonial
policy dorresponded to a greater Prenoh
stress on direct
rule and the pre-occupation with the
problem of ensuring the
unqualified dominance of the central government
in Paris.

However, there were some contradictions in
the appli-

cations of British colonial policy.

In some African terri-

tories, the British policies recognized the
local chieftain-

ships as constituting local authorities and in other
terri-

tories the local settler community was recognized as
the legitimate authority.

The ultimate and long-standing consequences

of these policy contradictions are the present political

problems in South African and Rhodesia.
What about the educational manifestations of these

colonial policies?

Both the British and French colonial

systems of education resembled those that existed in the

metropolitan countries.

The educational structures, administra-

tion and the curricula were similar to those in either British
and French systems.

Because of the social class structure

in British and French societies,

then the educational insti-

tutions were also designed to provide for different classes
in the societies of both countries.

transplanted into the colonies.
Stephen

P.

This system was also

Writing on colonial education,

Heynemiun stated that:

Each colonial administration allowed two basically contradictory tendencies to flower; we here label them as
"equivalency" schools and "converted" schools. Entrance
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tions“orexpeLive°fees"^^Prlmary'^emDl/^

examina-

was occupational status
maintenance or advancempni

The differences between the
equivalency schools and
the converted schools lay in
the curriculum.
The converted
curriculum was designed to relate to
what was perceived as
the needs of the general society
in the African territories.
Those who defined the needs were the
missionaries, colonial
administrators, and those in conmercial
undertakings.
Inevitably, the curriculum reflected their
interests in the territories.
To the missionaries the emphasis of
religious in-

struction in all schools was important as an
evangelizing
purpose.

To the colonial administrators' and those in
trade,

introductory courses in arithmetic, the English or
French
language and some level of historical knowledge was
essential
for communicating with the Africans as a means for
maximiza-

tion of colonial interests.
The main deficiencies of colonial education lay in
the curriculum.

The word curriculum is here used to relate

to all learning goals, experiences, teaching materials and

the evaluation techniques which educators plan and/or use.^^

Stephen P. Heyneman, Th e Conflict Over What is to b e
Taught in Schools: A Histo ry of Curriculum Politics in Africa”
(Maxwell School of Citizenship and Public Affairs: Syracuse
University Press, 1973), p. 3.
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The curriculum of any educational
system has implications
for the quality and effectiveness
of the education provided
for children.
It was in the goals of both British
and colonial edu-

cation policy that broad similarities occurred.

Both colonial

systems did not aim at educating the African
people for everincreasing roles in the political and economic
spheres of
their countries.

As a result of these policies the territories

were without a cadre of well-trained civil servants
at independence.

Other qualitative and quantitative deficiencies

were felt in other sectors of the new nation-states.
et al

.

Clignet

stated the similarities of the effects of both British

and French systems on Africa when they wrote that:
In spite of all discussions concerning the real or supposed differences between French and British colonial
policies in education, the new nations of African confront similar difficulties associated with educational
development.
First, they almost uniformly faced marked
regional and ethnic inequalities in the provision of education, these imparities have negative implications for
political unification. This situation is aggravated by
the fact that scarcity of jobs for later educated cohorts
leads to outright unemployment or blocks the opportunities
for occupational and social mobility.
In short the
socio-economic structure of these countries cannot fulfill the aspirations and expectations of succeeding waves
of school graduates
.

These problems that resulted from colonial education

have persisted because most African governments inherited colonial structures of education and their subsequent policies have
in the majority of cases been incrementalist.

This incremen-

talism has also been in the political, economic and social de84

Clignet et al.,

p.

258.
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velcpment efforts as well.

whatever changes have taken
place

educational policies have been
necessitated by two compelling
reasons.
First, the education to be provided
must now cater
to more people.
Secondly, the education must address
issues
of the present political realities
in the new
states.

The colonial curriculum cannot, therefore,
be regarded
as providing a sound basis for
securing the interests of independence.
Inherent in the colonial curriculum are
social
and educational issues that made
themselves apparent when
Africans began to view education as a basis
for independent

statehood.

political

Having achieved the basis for independent
social,
and economic development, the educational
systems

were geared more in the direction of local social
issues.

The

first priority in educational change was the
restructuring of
the administration of education.

Segregation of the school

systems was abolished and in its place new unified systems
of education were established.

These new structures consti-

tuted the foundations on which modern educational development
takes place.
The Social Basis of Educational Developm.ent
in Africa
The process of change is inherent in both traditional

and m.odern societies.

However, the change processes that link

traditional African education with modern education are not
normal.

The factors that cause the change are not within a

continuum.

have values.

Both traditional and modern educational systems
As a result, the state of the educational system
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pre-existing modern education is in
disharmony with the factors that induce modern educational
development.

m

terms

of values, there is no mutual
dependence between the two

systems.

However, there are some factors and
categories

of conditions that have dictated the
impact of modern educational development on African societies.
According to James
R.

Scarritt, these factors are to be found in
the nature of

the pre-existing system.

The sources of change and the types

of change, the control or facilitation of
the change, and the

type of functional and structural consequences
envisaged by
the induced changes also determine the impact of moderniza-

tion on traditional societies.
In approaching educational development, the African

states had to have a view concerning the type of future condition their territories were supposed to attain.

The idea of

progress in educational development had to be linked to some

conceptual framework about the social consequences of the
changes that were planned.

The control of the changes is the

function of the independent statehood of each nation-state.
However, it must be emphasized that African independence, like

that of other less powerful states, should be looked at in

terms of the African peoples' relative power to effect change
in situations that had already developed certain ongoing

characteristics.
independence.
85

The ideal starting point was what existed at

Because the states did not possess revolution-

Scarritt, p. 15.
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ary ideologies the changes
envisaged were incrementalist.
This provided the contextual
base for planning educational
development

Other factors that were as
important as the existing
levels and types of education were
the political character
of the regimes and the experiences
of the past under colonial
governments.
The questions of experiences under
colonial
governments had implications for the
degree of socialization
that had been imparted to some African
populations. As the
extent of European socialization had
progressed in varying
degrees among the people, the formulation
of educational
policy could not be regarded as reflecting
the democratic
desire of the total populations. As a
result there were differing perceptions about the ultimate aims of
educational
development.

The various strata of African society had to

be brought toward commonly shared values pertaining
to change.

To the present farmers educational change that did
not recog-

nize their special interest in the land could not conceivably

receive cooperation from them.

To the urban elite and their

sn education development plan that did not reinforc(

their newly acquired positions of privilege could not be vin—

dicated by the new political and economic ethic of equality

propagated by the post-colonial government.

Thus the new edu-

cational system had to include value goals that are traditional
as well as those value goals that are required by modernization

This represented a compromise between tradition and modernity
in development thinking.

William

0.

Stanley et al. wrote that:
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No revolutionary movement
can whollv escane^
escape the living
past.
Tradition
tionary decree™' Exp^rie";
^ J-ience will
till have a hearing.
Refleet inn anti
baefirtSe up thrSok^f Jh ""r"
•

i

•

Educational development in Africa
has had two-pronged
thrust of advancing the people
toward modernization and preserving traditional values that
are considered essential to
the African character.
To the policy maker, this approach
satisfies his evolving inner values
that are in a
state of

conflict with his past experiences and
the objective conditions that exist in the independent
state.
The policy of reinforcing aspects of the past whilst
promoting development of
the new seeks social stability for the
individual within the
dynamics of rapid changes. This underlines the
essence of
the human experience as a combination of the
past and the present.

It is in this state of mind that a people
find solace

in their present and also get inspiration for
the future.

The

framework of reference, and this applies to educational aims
as well,

is that:

Individuals tend to formulate judgments in terms of scales
of estimate that appear to be related not only to the objective situation but also to their past experiences.
Thus, an individual's perception of a situation is determined both by the information that he derives from the
situation and by the set of expectations in terms of which
he views the situation.
The desirability of a situation
is estimated in reference to internalized scales and norms
of value which are determined by past experience.
That

William 0. Stanley et al.. Social Foundations of
Education (New York: The Dryden Press, Inc.
1956')
p. 4X5.
,

,
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which conforms to these norms tends
to be most readily
readllv
perceived, and that which denart-cr
departs from +-k
these
norms
tends
to be rejected. 87
The aims of African educational
development seek to
build a new social system. This means
that education has
to be utilised directly as a means of
social change.
In countries where education has developed side
by side with social
and political institutions, the need
for a consciously designed system for social change is less
evident.
In such

situations, the educational system either leads
the society
toward new directions in an already developed
technology or
it exists as a strengthening element of the
social fabric of

the given society.

African educational development has relevance to immediate political and economic aims of the people.

The educa-

tional sector itself has had to emphasize curricula material
that is not intrinsic to the education process itself.

Some

of these aims, such as those of political socialization, are

outside the direct mandate of most educational systems.
•Afi^ioan educat-ional

As

systems are intended for future social

conditions their objectives have had to include elements that
are extrinsic to the existing social systems.
of Africa have dictated this approach.

The problems

The societies as they

existed at the time of independence were not equipped for developing the material resources of the territories independently.
Educational development was therefore designed to cater to the
87
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immediate problems confronting
the manpower needs of the
countries
Basic social demands dictated
the need for changes in
the school systems.
To the governments the basis
for change
in educational policy was the
set of social problems and the
national needs that were widely
recognized as important. There
was also the social demand upon
the schools in terms
of the

increasing number of aspirants for
education.
The social
demand for education spanned the
interests of individuals as
well as the states. Consequently,
educational policy was designed to answer social problems that
were not usually associated with school systems. Thus,
justification of educational
expansion was based on the wider social needs
within which
the

individual interests were subsumed within
plans for national
development.
Special Problems in Educatio nal Development
in Africa
Cole

S.

Brembeck and Marvin Grandstaff wrote that any

problem has its own distinctive context, and that the context
dictates, at least in part, the method of inquiry appropriate
to the problem.

The problems of educational development in Africa can
be seen within the context of the African society and the pro-

cesses that are taking place in the promotion of modernization.
The direction of the development of African society through
88
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education is determined by

a

number of factors.

Firstly, it

is determined by the level
of general literacy that has
been

attained by the populations, and
it is secondly determined by
the processes that shape the
quality of the educational system
In this examination of special
problems in educational
development in Africa, the problems are
examined within the
context of previous efforts in
educational development.
It
involves the identification of problem
areas as well as the
methods that were adopted for tackling
them.
It is a part of
the history of post-independence
educational policy concentrations that can be said to apply to the
majority of African
states.
The methods that were utilized are a
representation
of general as well as specific theories on
the question of edu

cational development in the third world countries.
Consequently, the contexts of African society and processes thereof should be viewed as influenced by factors that
are external to the African locus.

This expanded view of edu-

cational development in Africa underlines the relationship

between African educational policy-makers and international

aid-givers
The Problem of Illiteracy

There are two aspects of the problem of illiteracy
in Africa.

The first one involves the problem of those Afri-

cans who can neither read nor write.
in a world of darkness.

These people are living

The second aspect concerns those

Africans who read and write but cannot, as

a

result of the
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level and quality of their
literacy, function in any
meaningful way in their working lives.
They also cannot contribute

meaningfully to the social and
economic development of their
communities
The difference between general
illiteracy and functional illiteracy lies in the relative
degrees of hindrance
each type imposes on human development.
Functional illiteracy
does not denote the absence of the
minimal textbook ability
to read and write.
it denotes a qualitative degree
of literacy.

According to UNESCO, the differences between
general
illiteracy and functional illiteracy can be
looked at in
terms of the content of programs designed
to overcome them.
In a functional literacy program, the
teaching of reading and writing and occupational skills
and knowledge
cannot be conducted separately or dissociated in
time,
they are integrated activities. Traditional
literacy
programs are generally standardized and laid down on a
centralized basis. Functional literacy programs are
variable and flexible so as to take account of the diversity of immediate objectives and achievements ^9
^

.

African educational development concentrated on the traditional
literacy programs through the increase of enrolments in the

primary schools

.

This was complemented by special programs

designed for the older illiterates and young people with no
access to the formal primary school system.

The problem identi-

fied functional illiteracy as a by-product of the poor quality
of primary education and the drop-out rates that have resulted

from massive expansion of the primary school systems.
Despite the policy of expanding enrolments, the magniUNESCO, Functional Literacy: Why and How (Paris,
1970), p.

9.
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tude of the problem was such
that the African states could
not within a few years of
their independence solve the
problem of illiteracy.
The problem of illiterate
people in Africa can be
better understood when viewed in
juxtaposition to the rates
illiteracy in other major areas
of the world.
The follow
mg tables highlight the dimensions of the
problem.

Table

1

Illiteracy Percentages by Continental
Areas^^

Africa
America
(North and South)

Arab Countries
Europe &
Soviet Union

1950

1962

80-85

78-84

20-21
82-87

18-20
78-82

6-10

Table

3-7

2

Male and Female Illiteracy Percentages in Major
Regions of the World Around 1970^1
Males
Females
Africa
63.4
83.7
Latin America
19.9
27.3
North America
1.1
1.9
Asia
37.0
56.7
Europe &
Soviet Union
2.4
4.7
Arab Countries
60.5
85.7

The table on percentages of illiteracy by continental
90.

Sir Charles Jeffries, Illiteracy: A World Problem.
(New York: Praeger, 1967)
p. 27.
,
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UNESCO, Learning To Be

(Paris,

1972), pp.

286-87
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areas are significant in many
respects.

The year 1962 is par

ticularly crucial since it is
the time when most African
states were beginning programs
of independent development
after winning freedom, with less
than twenty-five per cent
literacy among the adult population,
the countries could not
conceivably initiate programs of
modernization without exter
nal assistance.
One of the problems attendant to
the distribution of

opportunities in both developed and developing
societies involves the imbalances between opportunities
for males and females.
This problem is particularly evident
in African societies because their social base has
traditionally relegated
women to secondary positions in national affairs.
This is

also true in the field of educational
opportunities.
2

Table

demonstrates that modernizing African states are still
male

dominated.

Quantitative Aspects of Educational Development
in Africa

Any improvements in the provision of educational opportunities in Africa have involved both quantity and quality.
The starting point was to endeavor to increase the number of

pupils going to school at any given time.

Elementary education,

it involves the reduction or elimination of illiteracy, was

seen as a human right to which every child and/or adult in

nation-state was entitled.

a

It was recognized as beyond con-

straints that attend other levels of educational development.
But the figures as shown in Table

3

depict a situation in Africa
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that was as unsatisfactory for
primary education as it was
for other levels of the
educational
ladder.

Table

3

school Enrolments at Three Levels
of African Eduoation®^

Primary School age (at any level)
Secondary School age (at any level)
Students registered for higher education

rhti'a
Children of*

40.0%
15.0%
1.3%

The dramatic shrinkage from an
unsatisfactory primary

education enrolment percentage to a negligible
enrolment percentage at the secondary school level,
coupled with an even
more critical enrolment percentage at the
higher education
stages had implications for development in other
sectors of
African states. With regard to the less than fifty
percent
enrolment at the primary school level, stagnation would
appear
to have been due to two factors besides the resource
problem.

First, there was no meaningful incentive for some
segments of
the African population to send their children to school be-

cause the immediate agricultural economy demanded the input
of the young.

Schools tend to take away a vital labor force

from the subsistence agricultural economy.

However, it is

here submitted that this factor is less strong now in the Afri
can states.

Another reason for the low enrolment percentage at the

primary school level was due to the rate of repetition that wa
92

UNESCO, Learn ing To Be

(Paris, 1972), p.

33.
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airect result of the examination
systems of African education.
AS greater numbers of
pupils took more than one year
to complete a given grade
in the primary stage,
whatever
available spaces for those
would-be-starters were reduced by
the retention of repeaters.
a

Table

4

Rates of Repetition for Selected
African Countries: First Level
of Education (boys and girls) 93
Year

Algeria
Botswania
Burundi
Chad
Gabon
Mali

1967/68
1966/67
1966/67
1967/68
1966/67
1966/67

1

2

3

4

5

10.5
25.7
25.9
42.4
48.8
27.4

11.0
20.9
20.3
32.6
27.3
29.9

17.5
23.2
20.0
30.3
26.8
30.7

20.3
19.1
18.3
27.6
24.0
34.1

17.3
17.4
21.3
29

.

26.9
49.0

6

19

.

19.8
24.9
54.0
50.6

Problem of Resources
Tore Thonstad wrote that politicians in many
countries,
both developed and developing, sometimes make
sweeping statements to the effect that everybody should receive
the education for which they are qualified.

Thonstad further noted

that such statements sometimes overlook the practical
aspects
of providing education to increasing numbers of people in
any

nation.

94

Harsh economic facts are unfriendly to certain types

of political talk.

In Africa,

the economic facts of life are

Particularly unfriendly to the intentions of political leaders

(Paris,

~

—

UNESCO, A Statistical Study of Wastage at School
1972), p. Is":
94

Thonstad, p.

3.
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snd their followers.
The shortage of resources
that can be devoted to edu-

cational expenditure is

a

direct result nf
of -Hho
the general increase
•

of social expenditure in
African economies. Educational
f inane
ing is one social expenditure
from which returns are
difficult
to measure.
However, it is still regarded
as an investment
that is important for the
development of the country. This
view of educational expenditure
is a recent phenomenon.
the past, education was regarded
as an end in itself with
little, if any, effect on productivity.

m

When Africans realized that there
was a shortage of
skills and trained manpower, their
governments began investing increasing amounts in the
educational development programs.
The constraints to unrestrained
expenditure for education v^ere
that there were other important sectors
that needed resource
inputs of equal or greater magnitude. The
other constraints
were that the economies of African countries
were/are not devel
oped enough to sustain higher levels of
expenditure on education.

Thus the need for equitable distribution of resources

between sectors was the most demanding social expenditure

problem in Africa.

Thus, expenditure on education had to be

planned within the competitive aspects of sectors related to
overall development efforts.

The Institute for Educational

Planning in UNESCO characterized the problem of balance between education and other sectors by stating that:
the resources devoted to education cannot rise indefinitely
in terms of the GNP without harm to the economy.
In some
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countries the limit may have
been
tenon of educational expenditurp
total output, might therefore!
be
greater importance in educational
cational
had in the past. 95

reached
pq

’

mho

a

e!pected^!f
^o assume a
planning than it has

The phenomenon of budget
subsidies that were common
among African countries was the
result of the countries'
budgets being unable to absorb
the projected expenditures
that were dictated by social
demand.
if a country could
secure some subsidy from a developed
country, the likelihood
of it operating on balanced
budgets was remote. The other
problem inherent in social expenditure
was that it was not easy
to measure its direct returns to
the whole economy.
This was
the problem Julius Nyerere addressed
when he observed that
Tanzania’s expenditure of almost twenty
percent of government
revenue on education had to be looked at
and justified in
terms of its proportionate relevance to the
overall societal
efforts in development. 96

The Language Problem
In most African countries the population
speaks more

than two separate indigenous languages.
are as many as ten native languages.
as instruments for nation-building,

ing national identities.

In some cases there

The educational systems,
face the task of develop-

It is through the written and spoken

word through that communication trans-nationally can be
International Institute for Educational Planning,
UNESCO, "Costing and Financing," Educational Developm.ent in
Africa (Paris, 1969), p. 26.
96

(Tanzania;

Julius K. Nyerere, Education for Self -Reliance
Dar-es-Salaam: Government Printers, .1967) p. 6.
,
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achieved
In tackling the problem
of multiplicity of indigenous

languages the common practice
in African countries is to
give
educational instruction through
the scattered native languages
at the early stages of primary
education.
As the educational
ladder rises, intensified
instruction in a foreign language
is introduced.
Julian Dakin et al. described
the relationship
between the complex pattern of
indigenous African languages
and foreign languages as constituting
a superimposed overlay
of the languages of formal education,
government, trade
and political unity over the indigenous
languages.
African
development that includes education is a
highly emotional
cultural question.
The ironies of the cultural aspects of
African educational development manifests
itself in the question of language.
Statements of policy on educational development toward reinforcing the purely African
experience in

education are

m.ade

mostly in either French of English.

Afri-

can leaders have inevitably been caught within
these contra-

dictions.

The example among a host of other equally well-in-

tentioned statements are those policy statenients dealing with

Africanization of education.

An incontrovertible fact about

education is that it does not of its own form

a whole.

The

language through which content is imparted has a lot to do

wit*-'

the character of its effect on pupils.
Dakin, Brian Tiffen, and H.G. Widdowson, Language in Education: The Problem in Commv/ea lth Africa and the IndoPakistan Sub-Continent (Oxford University Press, 1968"^
6^^
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reasons of nationalism
and the desire to preserve the African heritage,
contemporary African political
leaders, and their
counterparts in African
education, have
increasingly come to realise
that the teaching and
advancement Of African languages
is important to the
people of Africa.
AS a result a numl^er of
language conferences are held
with increasing frequency. One such
conference, the Ibadan Conference,
realistically recognized that
the general medium of instruction in African Universities
must for some time to come
remain
a world language.
Addressing the role of the African
University and language studies
, the
conference urged
that:

“is,;:*?:”"
There is a widely recognized
problem in African languages studies.
The paucity of resources for
development
of African language centers is
widely felt on the continent.
African authors have had more rewards
as writers in foreign
languages.
However, in countries where the promotion
of a
lingua franca can proceed without
repercussions on national
unity, chances of a successful development
of an African language to replace French of English are better.
The Problems of the Curriculum and Development

Policies advocated by any nation are usually the aggre
gate expression of the views of those who promote
them.
98

Ibid.

,

p.
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The

108

curr.cul™ of former colonial
territories

in Africa reflected
tn large measure,
the hackground of
the educated elite
who
ran both the political
and educational
institutions of the
rndependent African states.
This group of leaders
have had
a vested interest in
self-vindication.
it is the validity
of

therr educatronal
experiences they naturally
would seek to consolidate. AS a result
changes and reforms in
the educational
systen. were a highly
charged political issue.
Stephen P.
Heyneman s words

m

'

Sany^^poIitLal'^questi^^

Of interest .-ups
,%ubl1ropL^^^,
In order to understand
why the first generation
of African

leaders should not have been
entrusted wich the mandate to
change the school curriculum,
one has to comprehend the
educational systems that fashioned
their orientations to modernization and the values they
acquired in the process of being
educated.
in the case of former
British colonies, and
it is

also true of former French
dependencies, the resistance to
change was a direct result of
the heavy "classical" emphasis
that characterized the English
educational system.
This system
was transplanted to Africa almost
without modification. The
African accepted this emphasis, since
their own emerging social
structure were closely modelled after
t.he English pattern.
Heyneman, p.
100 --

,

Ynr-V.
pOrk^^London;

...

^

3.

Itoipower Development .in Afri ca (New
Washington: Frederich A. Praeger, Pubil^eTs,
1969),
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The emphasis on a
classical education in
a developing country meant that
the development oi
technically oriented

curriculum materials was not
given priority. .3 a
result
the educational values
were more inclined
toward a liberal
education than toward technical
or occupational
aspects of
education.
However, the African
countries have presently
recognised the dysfunctional
aspects of a purely liberal

educaThe changes in attitude
have not come easily.
The United
Na tions African Regional
Plan for the An p Ueation of
an d Technology to Development
recognised this problem.
In its
Statement the African Reg.ional
Plan stated:
tion.

.

leve!

dy:?un‘tfo°n:r?of anf pL“:\o"uti!ii:^

ment^officiaFlevel
vel
ri-F

^

tj

,

•

development. At^governdecision-making power is in the hand<^
'"

cultCrefKr^""^^'''"

-th essL?ially Ln-sciLc:

In order to remedy the situation,
recommendations for

the infusion of values that sustain
or give birth to a culture
of technology were emphasized.
These recommendations needed

drastic changes in the school curriculum.

Among these recom-

mendations were the following:
1.

An expansion and improvement of science
education at the
primary school level;

2.

An improvement of science education at the
secondary school
level

World Plan of Action: African Regional P lan for the
_ pplication of Sci ence and Technology to Development (New York:
^
United Nations Publ., 1973), p. 5.
.
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3.

4.

The introduction of
technology concepts into
education at
first and second levels
of education; and
Re-orientation of technological
education and training in
universities and other third
level technological instltutions

The changes that have
been introduced in the
school
curriculum cannot be effective
without corresponding changes
in the economic
infra-structures that absorb the
graduates
rom the school system.
The development of industrial
economies in Africa must proceed
at the same pace with
innovations
in the school system.
if this does not occur
the skilled
African graduate may find
himself in a situation of a wasted
resource as the employment
opportunities would be unavailable.

Problems of Planning Educational
Development
What have been the results from
planning educational
development in Africa? This question
is important because it
seeks evidence concerning the size
of resources that should be
devoted to education and its effectiveness
in providing answers
to the problems confronting the
continent.
it is also important in assessing the adverse consequences
that have accrued
from the type of planning in African
educational development.
The first reasoning in educatiotial planning
in Africa

was that due to the lack of trained manpower
for national development, the nations of Africa had to train
sufficient numbers
of educated people for manning the positions
for a developing
nation.

The popular description of this exercise or process

Ill
is "manpower planning."

David

S.

French described this pro

cess

estimates of"nu!*Ls^S"peLonnel^required
required to
to^i"''’?
implement

a nation 'q

African countries faced difficulties
in planning future
manpower needs for societies whose
future state and condition
could not with any reasonable
accuracy be determined. The
other set of problems involved the
orientations of the institutions that were charged with the
production of the manpower
needed for development. without
changes in the philosophies
that characterized institutions and
values of education, manpower development could achieve some
success only
in terms of

quantitative outputs.

The qualitative aspects of the manpower

for the objective conditions and anticipated
futures could only
be marginally attained.
As most of the policies of educational

development had been determined by the previous
colonial regimes,
poxicy changes that were effected were incrementalist.
The acquisition of new skills without changes of policy

does not have meaningful influence on needed innovations
in the

economic and political fields.

Education as a social institu-

tion is charged with translating social dem.ands into policies

and programs.

In situations where social change follows paths

David S. French/ "Efficiency Vs. Effectiveness: Project Form in Educational Development Programs," Public PoJicy,
vol. XVI (Harvard, 1967), p. 61.
^
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that are determined by
non-revolutionary forces J.D. Chesswas
fe thodoloqies of Ednrat- ional
Planning are suitable for meeting objectives of continuous
policy system. According to
Chesswas' approach the analysis and
appraisal of the current
situation and its evolution form the
basis of proposals for the
future.
But if the process of educational
change
is in-

tended for development that is not
predicated on an evolutionary policy, the linking of proposed
national development
ought to take account of the ideological
foundations of the
dG V© lopiTiGn t of othGr SGctors.
In most African countrios th© abs©nc©
of cl©arly d©-

lin©at©d idGological alt©rnativ©s to colonial
educational

policies and other sectors meant that the social
demands for
education were expressed within the value differentials
of a

colonial era that was supposed to have passed away.

The pur-

poses of given policies were not clearly stated to avoid
contradictions.

Educational policies should be a meeting point

between social demand and educational ideologies.

In many

cases the relationship between a given social demand and edu-

cational arrangements is not clear-cut.

For an example, a

structural reform of secondary education may

in one case

correspond to a social demand for "decolonization" of education; in another case it may be offered as a solution to a

shortage of middle-level technicians; and, in a third case.
J.D. Chesswas, Methodologies of Educational. Planning for Developing Countries (Paris: International Institution
for Education Planning, UNESCO), p. 38.
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as a means of democratizing
education. 104

Problems of policy advocacy
were not the only ones
that contributed to
disappointing results in
educational
development. The planning
involved communities possessing
low-levels of indigenous
expertise.
The responses of these
communities could not be
predicted with accuracy.
these
uncertainties, future needs
were only tentative. The
problems
were not only those of people
and policies.
The techniques
of manpower planning are
also inexact.
In developing countries, such planning, as has
already been stated, is usually
based on insufficient and
inaccurate data. The assumptions
underlying economic development
on which manpower projections
are usually based are themselves
not reliable.
Such projections are particularly unobjective
in educational development.
Chesswas wrote that there are differing
views on the appropriate
proportions of manpower at different
levels and also that the
equating of occupation with educational
attainment or qualification is often difficult and subject
to differing opinion.
Two mutually inclusive observations will
here suffice
to emphasize resource scarcity and the
policy issues in African educational planning.
These are the state of underdevelopment in African economies and the kind of
education that is

m

supposed to form the basis for reform and advancement in
new directions for the African people.

The African educational

professional and his political counterpart have, in the majority
104
105

Benoit

Chesswas

p.
t

160.
p.

58
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Of cases, obtained
their training fro™
institutions that have
not emphasized the
special character of African
problems.
The result has been that
policy perspectives and
planning
methods have been limited
to practices in developed
countries
The African educator,
whether in the classroom or
in
a planning office, has
viewed his problems and those
of his

country as resulting from
lack of big factories and from
the
insufficiency of a highly educated
elite.
This perception
underlined the character of
educational planning particularly
during the early sixties. The
problems arising from a wrong
perception of African educational
development were reinforced
by the foreign experts whose
problem was in their inability to
comprehend African social and cultural
conditions.
International Assistance and Its Problems

William

Y.

Elliott identified the direction of
foreign

aid programs of the sixties as
geared primarily to economism
at ever higher levels.
He stated that the aid programs sought
to satisfy the "revolution of rising
expectations" by offering
roads and bread to the peoples of Latin America,
Middle East,
Asia and Africa.
In retrospect, Elliott observed that the

first efforts were too much shaped by expecting
miracles from
the reliance on economism.
The initial efforts, according to
him,

should have been those of education that trains those

leaders and technicians to rule their countries effectively
106,,.

-

.

William Y. Elliott, Education and Training in the Developing Countries (New York: Praeger, 1966)
p. 5
,

,
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Elliott's observation
underlines the genesis of
the
current debate on
priorities that foreign
assistance to developing countries should
select in order to effectively
help in
the development of the
people.
T he Size of Inter n
ational Assistance

The disbursements to
individual African countries
of
bilateral official development
assistance by both the developed
economies and centrally
planned economies can be said
to be encouraging as
well as disappointing.

T.he encouraging
aspect lies in the fact that
the aid-givers have continued
to
provide various kinds of
assistance for development.
The disappointing side of the assistance
is that most developed
countries have not rendered
assistance to the full extent of
their capabilities. However
disappointing the disbursements
have been, the amounts given
are at face value

i.mpressive.

The following may help in
illustrating the extent of aid-giving.
Between nineteen hundred and
sixty-nine and nineteen
hundred and seventy-one, the developed
market economies disbursed a total of $1,376,500,000 United
States dollars to the
developing countries in Africa. Bilateral
commitments of
capital by centrally planned economies
amounted to $386,000,000
United States dollars.
These figures represent a variety
of development activity by the African
countries.
They do not
include disbursements from multilateral organizations.
107

J^^ted Nations Statistical Yearbook (New York: United
Nations, 1972), pp. 744-45.
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Education and training absorbed
the greatest portion
of foreign assistance.
African educational development
represents the greatest percentage
of all educational assistance
en to developing countries.
g
For instance, out of
$563 million
USA dollars in educational
development aid to all developing
countries in 1967, African
countries absorbed 54 percent.
This
underscores the fact that the
most active element of international assistance in Africa
is in the field of education
and
training

Any other technical assistance
given to the African
states either as loans or direct
gifts has implications for
skills development.
In most cases any assistance
involves
some transfers of technological
knowhow.
However, there are problems in
international assistance
involving relationships between cultures
and political systems.
Those difficulties that arise as a
result of the small size
of assistance are not as serious as
the ones of people-to-people
relations.
The problems of budgets and subsidies from
developed
economies underline the need for Africa to take
full control
of her resources and trim the development
programs to the size
of her resource strengths.
The Proble ms

The problems in international assistance involve, as

stated above, relationships between institutions and individuals
•^f^ican countries and those of developed countries.

To most

developed countries, assistance programs are an expression of
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political and economic Loiicy.
policv

i
To the developing
countries,

are political interests
that are considered very
essential for the survival of
their independence status.
The political and economic interests
of the aid givers and
those of
the aid receivers are not
always complementary to each
other.
Experience has it that a developed
country will not, in many
cases, release its resources
to aid a developing country

without expecting either economic
and political returns.
On
the other hand, a developing
country will not change certain
dysfunctional trappings of its
political system in order to
the effectiveness of programs
under foreign

assistance.
The relationships are, from
the point of view of sometimes
irreconcilable political and economic
strategies, governed
by jealously guarded interests
that transcend benevolence on
the part of aid-givers and are also
uninfluenced by whatever
state of desperation a developing country
might be under.
These economic and political realities
exist irrespective
of whether the bilateral relations
between given aid-givers
and aid-receivers are good.
It is a given that the greatest multiplier
effect that

external assistance provides in educational
development is the

breaking of strategic bottlenecks the recipient country
does
not possess the m.eans to provide.

However, the experience of

the last decade shows that without good planning the
extra

monies provided by external assistance can be ineffective.
The problems of planning in international assistance

derive fiom differing perceptions and values between interna-
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tional experts and indi
genous educational planners.
international experts have relied
upon macroeconomic
and quantitative tools
for planning education
to the total
neglect of equity criteria.
They have also given little
attention to the issues of
social relevance. The neglect
of
the human element in
educational development has
similarly
been the case with indigenous
educators.
Because of the popularity of the expansion of
education and the need to provide
manpower for the modern sector,
local educators have consequently looked upon the social
problems in education only as
results from the drop-out rates
and financial problems.
Whereas the international experts
have been concerned
with the economic sides of educational
development, the local
educators and their political counterparts
have been mainly
preoccupied with the politically popular
development slogans
of expansion, universal primary
education, and manpower preparedness.
No meeting of minds could be expected
from these
differing perceptions and practices. The
result, according
to Francis J. Method, is that a curious
and often self-defeat-

ing adversary system, pitting external
bodies, with their re-

sources and agency mandates, against internal political
and

educational leadership, with its local imperatives and
inadequate resources. TOR
10 8

J* Method, "National Research and Development
Capabili L-ies in Education," Education and D evelopment Reconsidered The Bellahio Conference Pap ers, ed. F. Champion Ward
(New York; London: Praeger Publishers
1974), p. 144.
.
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There are problems that can
be associated with foreign
functionaries in African countries
and other developing countrres.
Their cultural orientations and
values do not enable
them to comprehend the social
dimensions of African
society.

AS innovators, their problem
concerns the inability to translate innovation according to
its ultimate impact on the
African society. The important
variable of African social
structure has often been neglected
in the planning as well as

effectuation of educational changes and
innovations.
ing to George Foster:

Accord-

successful, requires among other
hings a supporting social structure
onto which it can
simply means that in all societies
traditional institutions have recognized
roles; if new
orms can be integrated or associated
with these tradi^ better chance of being accepted
than if there is nothing to tie to.^^^

These cultural problems can be associated
with the

failure of foreign assistance programs in early
African educational development.
What was dysfunctional as a result of the

values of foreign experts was that the assumption
that the

advanced programs and techniques that work in developed countries could equally be fitted to other societies.

The belief

by foreign experts in the efficacy of their professional contri-

butions, as observed by George Foster, could lead into a tunnel
niontality about v/hat is needed by other societies.
In the vital area of the school curriculum,

the foreign

experts and advisors could not take into account of social
109

Foster, p. 162.
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milieu to which curriculum
content and methods were
directed.
The importance of the social
system in strategies for curriculum change was well noted
by R. Murray Thomas et al.
in the
observation that curriculum
changes do not occur in a vacuum,
but they depend on their social
setting.
It IS not only the social
settings that reduced the
effectiveness of externally conceived
priorities in educational

development.

The optimism that was sometimes
associated with
the ability to transmit knowledge
often ignored the one important ingredient to learning.
This involved the translation
of the imparted knowledge into
workable and functioning

instruments for the given situations in
developing African
countries.
Two aspects of this transmission of
knowledge
were identified by R.P. Hennequin. He
said that they involve
the teaching of factual knowledge and
manual dexterity, and
the development of the ability to
manipulate the knowledge

and skills acquired.

The latter aspect, tne manipulation of

the skills, IS important because it is a test
as to v/hether
the teaching of knowledge and skills has in the
first place

been successful. 11
>

110 ^

R. Murray Thomas et al.. Strategies for Curricu
lum
Change Cas es from 1 3 Nations (Scranton: International •'T'extbook

Co.,

1968), p.

b,

^*^*
"Technical Education in Developing
Countries," Educational P roblems in Developing Countries (The
Hague Center for the Study of Educat.ion in Changing Societies
'

11

:

1968)

p.

103.
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Suirnnary

There are still many
problems In the development
of
cation in Africa. These
problems have to do with
the relevance as well as the
manpower function of education.
Despite
these problems, an account
of educational development
in
that ignores the phenomenal
progress in the expansion
of school systems and
their enrolments would be
incorrect.
The progress that has
been achieved is a result
of
factors that are internal
to present African societies.
Some
factors consist of externalities
with no direct relationships
with the inner workings of
the African states.
However, these positive factors
have their negative
sides in the development of
Africa. What is important in
assessing the movement toward
development in Africa is that
Its non-autonomous processes
are planned Interventions around
and in the client social system.
The central focus of this
intervention has been to activate and
direct human and nonhuman units in African society for
the achievement of qualitative and quantitative multiplications
of activity in education and other sectors.
These multiplications have been
achieved.
Increases in the enrolment attest to the
quantitative aspect of educational system activity.
The quality of

educational systems has improved, but their improvement
has
been distorted by intervening factors that are a
result of
bad planning and social unawareness.

This is the area of the

current problems of educational development.

It concerns the

relationship between quantitative multiplications in educational
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activity and the qualitative
improvements that have so far
been achieved.
theoretical terms it involves
the conflict
between the concepts of
growth and development.
An emphasis of the
negative aspect of educational
expansion posits itself on
the assertion that an
increase in
the number of pupils and
schools at any given time
in Africa
does not imply the occurrence
of system development.
Development, in this instance,
would denote qualitative
changes in
the behavioral characteristics
at the institutional, structural and value variable of
the school systems.

m

The greatest change education
has brought to African
society has been in the enlargement
of its cognitive values.
New goals have been generated
by education.
The capacity to
engage in problem-solving within
the contexts of modern values
has been improved.

There are, nonetheless, areas where
modern education
has been dysfunctional in African
society.
Education through
Its enlargement of the cognitive
map has set cultural goals
beyond the existing institutional capacity
of African society.
One of the consequences of goals that
are disproportionate to

institutional means is that of the widespread
unemployment
for schooj. educated individuals.

Schooling, according to Peter

C.W. GutKind, creates expectations which
are at variance with

the existing structures of the labor market.

This discrepancy

increases with the level of education
112

,

P^ter C.W. Gutkind, "Role of Education in Unemployment,"
Manpower and Unem pl oyment Research in Africa vol.l (MontrealMcGill University Press, April ,“1^6 8
p. 10.
,

)
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The successes and
failures in African
educational

of African nation-states.

CHAPTER

FOUR

ZAMBIA AS A CASE STUDY:
CHANGES IN EDUCATIONAL
POLICY SINCE INDEPENDENCE

This chapter illustrates
a representative pattern
of
educational development policy
that most African states
adopted
in the early years of
their independence. The
chapter emphasizes those areas of educational
policy that have highlighted
clearly identifiable departures
from colonial practices in
education.
The Republic of Zambia is
prominently suited to
this policy exposition as it is
one of the countries which
had an undeveloped educational
system when it attained its
independence from the United Kingdom.

Geography and History
i.he

Republic of Zambia is situated in the
Southern

part of the continent of Africa.
by

Za_L.i.e,

It is bounded to the north

to the west by Angola, southwest by
Namibia, the

south by Botswana and Rhodesia, east by
Mozambiaque and Malawi,
and to the northeast by Tanzania.
The earliest known penetration of the land by
Europeans

was by the Portuguese who started in 1796 from
their settlement
on the banks of the Zambezi River.
124

These visits by the Portu-
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9 uese

ana later by other
Europeans aia not immediately
lead
to any European
settlements. More regular
visits and settlen-ents followed after
the explorations of
the Scottish Missionary, Doctor David
Livingstone.
This was the same period
the British imperialist
Cecil
John Rhodes was making
concerted inroads into what
is now
known as Southern Rhodesia.
Having influenced the
French
Missionary, Francois Coillard
to encourage the Paramount
Chief of the Barotse Tribe
to sign a treaty, Cecil
Cohn Rhodes
secured the governance of Zambia
through his British South
Africa Company. This steady
penetration of British imperial
influence led to even greater
numbers of white people settling
in the territory.
1898 the administrative control
of the
country was formalized and strengthened
with the appointment
of an administrator.
The influence of Cecil John Rhodes
grew
as he began to use his South
African-based power to consolidate British influence.
The years 1922 to 1924 marked the
emergence of a unitary form of administration
and an Orderin-Council established the territory, Northern
Rhodesia, as a

m

Protectorate under the British Crown.
Following the Second World War, there was an influx
of
British and South African settlers from the
demobilized British
Imperial Army.
This interest in Northern Rhodesia was motivated
by a growing mining industry that offered jobs to
semi-skilled

white settlers.

The other attraction was the almost unlimited

The dates and historical facts are from Michael
Gelfand, Northern Rhodesia in th e Days of the Charter (Black~
well, 1961 k

“
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ava.lab.lity of

fa™

land which was being
.ade available to
settlers in both Northern
and Southern Rhodesia.
it ™ay suffice to add that the
problems of decolonisation
that were to
be experienced in the
struggle for Zambian
independence were
linked with this massive
flow of European settlement.
Having
struck common interests,
in the land, mines
and cheap African labor, the white
settlers of Southern Rhodesia
and Northern Rhodesia found common
cause for the defense of
their
interests.
1952 a Federation of the
two Rhodesias and
Nyasaland (Malawi) was proposed
and promoted through the
auspices of the British Foreign
and Colonial Office.
The
union of the three territories
was consumated in 1953.
This
union was achieved despite the
vehement opposition of the
African people in the three
territories.
To the Africans of

m

Northern Rhodesia (Zambia) and
Nyasaland (Malawi) the incorp ration of their territories into a
federation with Southern
Rhodesia meant that the massive volume
of discriminatory laws
in Southern Rhodesia statutes was
going to apply to them.
They further argued that the constitutional
positions of
Northern Rhodesia and Nyasaland were dissimilar
to those of
Southern Rhodesia. The two were British
Protectorates while
Southern Rhodesia was an already "self-governing
colony."
These arguments animated an already politically
conscious

African population.
been kindled.

The fires of the freedom struggle had thus

This struggle led finally to the dissolution of

the Federation of Rhodesia and Nyasaland and the
attainment of
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independence by Zambia and
Malawi.
On the twenty-fourth
of
October, nineteen hundred
and sixty-four, Zambia
took her
place as an independent
sovereign state.
Education During Colonial
Rule
Education for the people of
the territory during
British rule fell into two
time categories.
The first one
W3.S insir}c0d bv th© sb'^pnr’o
y
sence of any governmental
policy regarding the education of
Africans.
The absence of policy appears
to have followed the overall
extent to which the colonial
authorities had established
themselves in the territory. The
second time category was marked
by the beginnings of concerted
efforts to educate the African.
The first time period was
a landmark in the history
of Zambia.
1885 Francis Coillard
of the Paris Evangelical
Missionary Society received permission to found a mission station
in the Barotse Province
->

m

of

Zambia.

This was a forerunner to other
missionary establish-

ments in the country.

with the missions established, the

missionaries bore the brunt of education in
areas which were
within easy access to them. The first
non-missionary effort
at education in Northern Rhodesia (Zambia)
was in 1907 when
the British South Africa Company in agreement
with
the Para-

mount Chief established a Trust for education.

This involve-

ment by the British South Africa Company did not
mean any in-

volvement by the government in the education of Africans.
114 ^

.

Brian Rose, ed.
(London: Collier-Macmillan

,

Education in Southern Africa

,

1970)

,

p.
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Like in other countries
that were visited by the
Phelps-Stokes Conmission,
increased government involvement
was secured through the
pleas made by the missionaries
and
other groups that were
challenged by the Phelps-Stokes
memorandum of findings. The years
after 1925 saw the gradual
developeducational policy through the
cooperative efforts
of both the government and
the missionaries.
Thus a sub-department of "Native Education"
was established within the
Department of Native Affairs.
Although European education
had long been established,
provisions were not made for secondary education.
Secondary school white children
were sent
to Southern Rhodesia or South
Africa.
The policy of the government
regarding secondary
education for Africans was not positive.
The Colonial government even buried a proposal for a
form of post-primary education that had been made in 1928 by
the first Director of
Native Education.
In this proposal, Mr. Geoffrey C.
Latham,
had presented a scheme of expansion covering
a five-year period.
In this plan a few new government schools
would be built.
They

would be known as "upper middle schools" and
would offer an
eight year primary course followed by two years of
vocational
training.

Teacher training would be provided by giving gradu-

ates of the middle schools two years of training.

The

depression of the early thirties and the effect it had on the
115

Trevor Coombe "Origins of Secondary Education in
Zambia,
Kf.Ti.c3.x\ Social Research: Jou rnal of the Institute
for
Social Research (Univ. of Zambia, no. T, June"^! I9"67)
pp~ r73^74
,

,
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Br.t.sh treasury,
co„U.ined with the
unwillingness of the
Colonral Government,
frustrated the introduction
of what
might have been one of
the best educational
development plans
that period.
if there had been
some willingness on
the
part Of the Colonial
Government, some aspects
of this educational Plan might have
been effected even to
limited
extents.

Trevor Coombe,

Origin^^Qecond^y

Education in ...k.
has written that the
policy of unwillingness
by the Colonial
Government to introduce
secondary education for
Africans was
rooted in a mista.hen concept
of education.
This mistaken
notion of education was
stated in 1936 by the then
Acting
Director of Native Education
when he outlined the policy
of
the government;

rsoSndlLnLt^on or:i^:ge TaloltTor
tf"

-

tL^\-g^^-eduL-i‘n^^‘l a^-

There were two sides to this
policy.

The first involved the

mistaken notion of seeing village
mass education as a competitor to higher education.
It ignored the fundamental unity
between the two levels of education.
Their unity lies in the
complementarity they give each other, for
without primary education there could be no secondary
or higher education.
It is
also true that without secondary
education or higher education
there is no quality primary education.
It is secondary
educa-

116.,,

„
lord.
.

,

p.

189

-

130

tion that

the haste toan.atton
to teacher tratnta,
tor
the prr^ary school
levels.
To the Colonial

policy-waters,

primary and secondary
y
point of view.

educa-t-ior.
ducation

were seen from an
either-or
»

One had to be chosen,
but not both.
it can
also be said that this
policy reflected the wider
range of
colonial policies whose
wain thrust was to deny
higher educatron to the African
people. This naturally
ensured their
permanently remaining in the
lower rungs of authority
in the

developing economy and also
in the periphery of
the political
power echelons of the State.
The few years preceding
the independence of Zambia
were marked by some growth
in the formal system of
education.
The administration of
education was becoming unwieldy
and as
a consequence there was
need to decentralize. Thus
in 1952
legislation was passed to establish
local education authorities.
A unified teaching service
was established and school
councils were appointed. The
passing of this legislation, the

African Education Ordinance, paved

a

way for the training of

African school managers in African
localities.
When the territories became part of the Federation
of Rhodesia and Nyasaland
in 1953, the Federal Government
assumed responsibility
for

non-African education.

By 1959 the Department of African Edu-

cation within the Ministry of native Affairs
became the Ministry
of African Education.
The following diagiam illustrates the

organization of the Ministry until the attainment
of independence
.
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Figure

1

Diagram illustrates the
general organization of
the Ministry
of African Education,
1963.
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The Pos ition at Indeoend^n^o
In 1964, the year of
Zambia's independence, an
Eco-

nomic survey Mission that
was jointly sponsored by
the United
Natrons, the Economic
Con^lssion for Africa, and
the Food and
Agricultural Organization,
reported that by 1963 only
110,200
living persons had obtained
a six year education
in African
schools; 32,000 had completed
the full primary school
of eight
years; only 4,420 had passed
the two year Junior Secondary
School, and a mere 961 had
passed the Cambridge School
Certificate Examination.il’ These
figures in an African population of over four million
people showed that Zambia's
manpower
situation was indeed critical if
she were to start developing
toward strengthening her institutions
of government.
Two related issues were particularly
challenging to
the new government.
These were the paucity of schools at
both
the primary and secondary levels
and also the nature of
the

education that was being offered through
the then existing
system.

The enrolment at both the primary and
secondary school

levels needed to be increased in order to
lay the foundation
for both qualitative and quantitative
development of education.
Because the Government was operating within the
Colonial Development Plan whose life was to expire in 1966, a
parallel but
not necessarily contradictory emergency plan was
drawn to accel-

erate development within the life of the colonial plan.
plan was called the Transitional Development Plan.

This

Thirty-

John m. Mwanakatwe, The Growth of Education in Zambia
Since Independence (Lusaka: Oxford University Press, 1968), p. 37.
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five mxllion pounds
were allocated as capital
development
money during the life
of the Transitional
Development Plan
The Mxnistry of Education
was allocated six million
seven
and eleven thousand
pounds for expenditure
within

Transitional Development Plan
gave
sufficient time to the
Government to prepare the
First National
Development Plan for the
independent Republic.
E_ducational

ComDo.nents of the Firs<-

Development Plan

'

Richard Jolly wrote that in
many, probably most, African countries, the practice
in planning educational
expansion
is determined by the cost
criteria.
The size of the educational
budget is looked at in relation
to the growth in other expenditures and the revenues that
can be anticipated ^^8 For
most
African states the inadequacy of
government funds usually constrains the degrees of expansion
that the needs of the country demand.
Zambia was extremely fortunate to
have had a very
favorable budgetary situation when
the First National Development Plan was launched.
The Development Plan envisaged the
following:
1.

To provide sufficient places for
primary education for

every child aged seven in Zambia by
1970;
2.

To provide opportunities for all upper
primary school chil-

dren in urban centers and seventy-five percent
of children
118^.

Richard^ Jolly, Planning Education for A frican Developmer^ (Nairobi: East African Publ. House,
1969), p. xviii.
.

,
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in rural areas to
complete a seven year
primary course;
3.

TO expand teacher
training and upgrade the
standards of
existing teachers; and

4.

TO expand secondary
schooling in order to provide
for
the manpower in terms
of nun^ers and skills
required for
national development.

The educational component
of the plan was as ambitious
other sectors of the plan.
The plan recognized the nature
of the Zambian economy ciiiu
the very
vprv acute shortage
u
r and T:ne
of educated
adults on whose shoulders lay
the
une effnr^
^
errort to promote
national
development
a.

The problem of education in
relation to the Zambian
economy at independence was aptly
stated by Lilage Brown.
He wrote that Zambia's problem
was particularly acute because
Its economy is idiosyncratic,
with a very sophisticated industrial complex on the Copperbelt and
a small, developed, commercial farming sector, both managed
and manned at higher
levels by foreigners.
The Plan therefore had to endeavor
to answer n.any related problems of
development through education.
These outputs were primarily aimed at the
primary and
secondary levels of education. There was
provision for higher

education at both specialized and general levels.
Primary Education
The First National Development Plan envisaged rapid in

Lilage Brown, "The Education of Adults in African
Societies," Education in Afri ca: Research and Action, ed. Richard
Jolly (Nairobi: East Africa Publishing House, 19G9)
p. 179.
,
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creases in enrolment in
the primary schools.
This would be
achieved by a rapid
expansion of physical
facilities in both
rural and urban centers
ers.
Tho
The weakness of the
primary school
system both in terms nt miai
‘l
Y and numbers was recognized
as posing problems for
the type of secondary
education that
would be suited to a manpower
development program in the
country.
Hence changes in the primary
school curriculum were cons ine qua non to
national development. The
colonial
curriculum had emphasised such
subjects as Latin and Greek
to the total exclusion of
functional subjects at the higher
levels
i

-t-

For any meaningful expansion
of education at the primary
school level, the budgetary
determinants were crucial because
this level of education involved
greater numbers of clients.
The projected enrolments at the
primary level had to be matched
with their relative importance to
the development of a meaningful secondary education.
The Plan integrated expectations
from the primary school outputs with
projections and needs of
the secondary school system.
The secondary school system was
also planned to cater to higher education
at the university
level and other technical training institutes.
The policy of the educational development
plan was to

build a primary school system that would move
forward towards
a system of universal primary education by
increasing
all the

necessary facilities as rapidly as possible.

John Mwanakatwe,

who was Mj.nister of Education, wrote that the plans and
their
i

nnerent policy thrusts demonstrated beyond any doubt the

137
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Government's determi
termination to make good
the omissions of the
colonial government
4-

1

The vindication of
the expansion program was
through
increases of numbers that
enrolled during the First
National
Development Plan. The
conmltment of the Government
was demonstrated by the amount of
funds that were allocated
for primary
education.
The teacher education
program was likewise expanded
in order to increasingly
meet the challenge of numbers.
The Primary Curriculum
By the time the First
National Development Plan was
introduced, the Ministry of
Education had already made a far-

reaching decision involving the
curriculum.
the teaching of languages.

This involved

The decision was to experiment

with English as the medium of
instruction at all levels of
the educational system.
With the teaching of vernaculars,
the plan was to teach one of the
four main vernaculars depending on the region.
in the colonial curriculum English
was studied as a subject while
vernaculars were used according to region as the medium of
instruction.
The transfer to
English as the medium of instruction took
place after the fifth
year of primary school.
The new plan was predicated on the
need to have common syllabi in all subjects in
all primary
schools.

In order to improve the teaching of English,
the

Ministry established an English Language Center in the
capital
city of Lusaka.
120

The primary school curriculum, has since evolved

Mvv’anakatwe,

p.

49.
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to consist of the
following subjects
and areas of study

Mathematics
English Language
Zambian Languages
Homecraft
Social Studies
Environmental Science
Religious Education
Creative Activities
Physical Education
Handwriting
Music

secondary Education
The importance of
secondary education to
national
development is reflected not
only in the guality of
those who
complete a secondary level
education, but also relates
to
teacher training programs
for primary schools.
Without a
qualitative cohort of secondary
school graduates a school
system cannot hope to have
meaningful higher education
either
at the technical college
level or at the university
level.
terms of national development
in Africa, quality cannot
stand
alone without manageable
quantitative outputs from the secondary schools.

m

When Zambia obtained its
independence it inherited a
secondary system that reflected
the colonial background from
it sprang.

The secondary school curriculum
affirmed

the inculcation of foreign values.

The quantitative outputs

from the schools reflected the
policies of the colonial author!
ties whose main aim was to ration
access to secondary education
121 „

—

196 4-1 974: A Decade of Achievement

Trh-F
Zambia Information
Services

,
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.

(Lusaka:
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by Africans.

Thus ZaM>ia was face.
wit. .oth quantitative
and qualitative problems
with regard to secondary
schools
development
The problem of numbers
in Zambian secondary
schools
before independence had a
direct relationship to
possibilities
for expansion of the
educational sector as well
as for the
overall administration of
the new state.
Having only a small
number of Zambians with a
full secondary education,
the country was faced with the very
immediate problem of the
survival
of the most elementary
functions of the government.
Unlike
other African countries which
obtained independence with a
larger number of secondary
school graduates, Zambia's secondary schools were very urgent
problems.

Table

2

Full Secondary School Graduates
for Uganda, Ghana and Zambia
in the Years 1930 to 1962 122

Years of Qualification

1930-1934
1935-1939
1940-1944
1945-1949
1950-1954
1955-1959
1960-1962

Uganda

Ghana

Zambia

104
305
1135
3384
3804

156
424
856
1374
2980
5103
3884

137
425
374

8762

14777

961

30

25

The relative outputs reflected in the above table
underscore the
122

Jolly, p,

7.
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seriousness of Zambia's
problems at independence.
piCDiems
Consequently, in planning the
First National
Development Plan, the
Government was faced with
the imperatives of
quantity and
qualrty in secondary education.
„hat made the educational
component Of the Plan the more
challenging was the
inadequacy of
local personnel for its
implementation.
The First National Development
Plan made estimates of
numbers expected to enrol in
secondary education level
school
during the life of the Plan-1966-1970.
Before the inauguration of the Plan the Government
had already made progress
under the Transitional Development
Plan.
Enrolments in nonfee paying schools and
grant-aided schools had risen from
12,325 students in 1964 to 15,412
in 1965.
More physical facilities had already been built
and more were being built
for

the massive secondary school
program of the First National
Development Plan.

Table

3

Estimated Enrolments in Non-fee Paying
Secondary Schools1966-1970123

Form I
Form II
^0 3
H
1
1
h-

1

i?orm IV

Form V
Total

1966

1967

1968

1969

1970

8250
4154
2049
1543
847

12425
7885
3290
1960
1480

14000
11880
5460
3150
1870

15575
13380
8610
5210
3010

17150
14890

16843

27040

36360

45785

54580

—

9

310

8240
4999

—

First National Development Plan 1966-1970 of the
Republic of Zam±)ia, Table III (Lusaka: Government Printer),
p.

j

.57,
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The program of expansion
was a very ambitious
undertakrng.
Between X964 and 1970
the secondary school
system
was going to increase
its enrolments by
more than four times
tts size when the country
received independence.
As has already been noted, the new
Government had adequate
resources
in terms of funds to
implement the expansion
program.
The
other pressing problem
related to the type of
secondary education to be offered.
There was need to change
the secondary
school curriculum. Accordingly,
in 1967 a policy decision
was
taken to firmly establish
technical subjects in all
secondary
schools.
The aim, as R. Murray Thomas,
Lester B. Sands and
Dale L. Brubaker wrote, was
to diversify the curriculum
into
academic, technical, commercial
and, particularly, agricultural
fields, while strengthening
science and mathematics preparation
for those entering the university
for engineering and medical
degrees

Tjie

Structure o f the Secondary School
System

The aim of the National Development
Plan was to provide
for one third of primary education
graduates to proceed to

Form

I.

The first two years of secondary
education would mark

the breaking off stage.

Graduates from Form II would either

be channelled into the job market or
would proceed to senior

secondary school.

Thus the Form II qualification was a selec-

tion stage for three categories of futures.

Those who passed

well would have the opportunity to proceed to the
full Cam-

Thomas et al.,

p.

245.
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tr„„„,

..anic.i

,„.t.t„.„.
A conscious Plan involved
the channelling of
as many Form V
graduates as possible into
teacher training colleges.
This
was designed to answer
the shortage

of primary school
teachers

in the country.

The secondary school
structure has since been
changed.
A new Junior Secondary
School Leaving Examination
was instituted in 1971.
It consists of three
years of secondary education.
The Form III examination
is both a school-leaving
and selection examination
for entry into Form IV.
This change
introduced an element of quality
to the teacher preparation
program for those with a junior
secondary education. The students are also better prepared
to benefit from the labor
market and any transferable skills
they may have acquired as
a result of an integrated
curriculum of technical and academic
subjects in the secondary school.
.Recently, however, outputs
from the secondary school system
have posed a serious problemt as employment opportunities are
not growing fast enough
to abosrb the large number of
secondary school graduates
125 ,„.

.

Ministry of Ed ucation: Annual Repo rt 1971
(Lusakav±.ut=dKa.
The Government Printer, 19 73
.

)
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Technical and University
Education
Higher education in
Zamhi ^ has
k
Zambia
a more direct
rela*"

r"‘“"
nstxtute

“•

„

,o..
the sxngle most
important aspect of
national activity.
in Zambia, the highly
developed and very
lucrative mining industry and the
growing manufacturing
sector demand specific categories of
training manpower.
Thus technical education and training at
the University are
looked upon as answers
to the manpower needs
of the principal segments
of national
economic activity. The
Government responded to the
needs of
industry by establishing
government institutions for
technical education and training.
Those institutions that
were already in existence at
independence have been upgraded
to

provide advanced technical
training.
The principal institutions being utilized are
the trade schools.
Quite a number
Of institutions provide
instruction in specialized jobs.
Examples are the Natural
Resources Development College and
the National Institute of
Public Administration.

The University of Zambia was
established in 1966.
Hitherto Zambians who were fortunate
to attend a University
went to the University College
of Rhodesia and Nyasaland in
Southern Rhodesia. others went
to South Africa and other African countries, especially East
Africa.
The establishment of
the University of Zambia was no
doubt a landmark in the pursuit
of self-sufficiency by the people
of the country.
It was a
cu Imination of work that had begun
years before independence.
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The Obstructions of
the Bantustan policies
of the South African Government had
made it impossible for
Zambians to obtain
unrversrty education in
that country.
The situation was made
even more difficult and
politically challenging as
the white
minority government in
Southern Rhodesia made a
farce of the
multi-racial character of the
University College in Southern
Rhodesia.
Now that Zambia was
independent, she needed her
own institutions of higher
learning.
At his installation as
Chancellor of the University of
Zambia in 1966, Dr. Kenneth
Kaunda, the President of the
Republic, remarked that the
hopes
for the future of the land
and its people were

wrapped in

the University

The University opened its doors
for the first students
in the following categories
of study.
The Humanities and Social
Sciences had one hundred and twenty-two
entrants, the Social
Sciences at the second year level had
twenty-nine students and
the Natural Sciencc.s had eighty-two
student entrants.
Diploma
courses in social sciences at both the
first and second year
levels had thirty-seven entrants.
There was the Post-Graduate

Certificate in Education that registered forty-two
entrants. A
total of three hundred and twelve students,
including sixtythree women, were enrolled in the first batch
of students in
the University.
The University has grown in terms of numbers enrolled

and more departments also have been started.

Of great impor-

126 ^

Dr. Kenneth D. Kaunda at his installation as Chancellor of the University of Zambia (March, 196G)
.
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tance to national
development the Oepantment
of Kngineetin,,
the School of Medicine,
the School of
Agriculture and the
Education have now been
firmly established in
the
University.
The expansion of
enrolments has been
accompanied by
a corresponding
increase in the number
of faculty.
The 1973
enrolment had reached 2100
students.

The Financing of Educa
tion in Zambia
The financing of education
is closely linked with
the overall fiscal position
of the country.
since its attainment Of independence Zambia
has enjoyed a favorable
balance
Of trade.
Her financial position could
still have been better
had it not had to pay the
costs accruing to it as a
result of
Rhodesia's Unilateral Declaration
of Independence.
The Government quite early
recognized the importance
of investing in educational
development. The amount of funds

allocated to the Ministry of Education
were correctly seen as
investment in the future. The rationale
was to attain Zambian
self-sufficiency in manpower by 1980. This
aim depended on the
continuing availability of funds relative
to other equally demanding sectors of developmental activity.
The ccxuiual commitment to educational
development in
an independent Zambia started witn the
Transitional Develop-

ment Plan in 1964.

Out of f35,000,000

(thirty-five million

pounds) allocated for capital development, the
Ministry of

Education recieved

f 6,

Development Plan.

A further

711,000 to spend during the Transitional
f 7,

580, 000 was allocated to cover
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commitraents arising as
a result of the
.
education
program.
ese two figures
represent over forty
^ percent of the
th
capital
development outlay for
u
or the eighteen
month period before
the
First National Development
Plan.

Development Plan covering
the period

, ,
auly
1966 to dune 1910
provided for capital
expenditure of

K3e0,000,000

.he estimated
expenditures on education
during the First National
Development Plan were K80,000,000.
This represented a very
big percentage of the
total expenditures Of the Plan.
The Government's
conmitment to various
kinds of education in the
country is also reflected
by relative
amounts it has had to allocate
to these forms of
education.
The paramountcy of primary
education in a country that
had a
high rate of illiteracy
was demonstrated by the
amount of
money the Government allocated
to it.
The annual expenditures for
education have been rising
since independence.
If 1966 is taken as a
year of adjustment^
from the Transitional Plan
to the First National
Development
Plan, the figures spent on
education represented the elements
of the two Plans.
From a 1967 education budget of
K32, 999,000
the increase amounted to
K41,523,C00 by 1970.
It IS quite evident that primary
education accounts for
a very big

portion of the education budget.

The figures for

1971 show the following functional
breakdovrn of the education

budget
127

The Kwacha is the equivalent of $2.00
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Table

4

unctional Break-down of
Education Ministry
a
Expenditures During 1971^128 ^

Functional

Recurrent

Pi

Expenditures

Ministry Headquarters
Regional Headquarters
Scheduled Primary Schools
Unscheduled Primary School
s
Secondary Schools
Teacher Training College
s
Adult Education
Educational Broadcasting
Zambia Library Service
Bursaries and Examinations
Schools for Handicapped
University of Zambia
Technical and Vocational
Training

Table

1,850,122
1,584,422
2,341,213
21,545,783
11,843,516
1,607,606
1,180,173
84 ,292

79,988
1,099 ,597
103,919
3,700,000
5,630,900

5

Balance of Trade
Total Exports and Imports: 1964 -1970
(Km)

Year

Exports

Imports

Surplus

1964

336

15G

179

1965

380

211

170

1966

493

246

247

1967

4

70

306

164

1968

544

325

219

1969

766

312

455

19 70

715

341

374

Tables on the
X23

T^_ade

ZairlDian

Economy and their relatedness to educational
development

Eig-'Jres taken from Zambia: P rofile of the
Economy:
Opportu nities (Lusaka: The Government Printer', 19 74y7'~p.
32.
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Table 6

government accounts
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The n.gh prices of
copper during the
years 1964 to
970 enabled Za^i. to
enjoy a very fevorahle
financial posiThe contribution of
the copper industry
to educational
aevelop^ent and other sectors
is aocounted for
by the fact
that copper constituted
over ninety percent
of zarnhia's export
earnings.
Having been favored by
a sound economic
base, the
country was able to launch
the arUiitious educational
development programs. The
magnitude of the volume of
foreign currency earnings enabled
the Government to purchase
much needed
materials for t.he expanding
educational system.
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2^Hy^:£_R|spons^

special

lil^ca^ ional Pr oh1~^~

The Language Problem

There are very fe„
^

ernacular language is
spoken throughout the
whole country
However, so^e are
fortunate to have so.e
for. of vernacular
bilingualism.
-in such situations,
5 i+-n=> 4
a proposition to
development
Of, African languages
as a media for
or national communication
is
less cumbersome.
«

,

Zambia's vernacular
situation is not susceotible
to
easy management. There
are forty tribal
languages and dialects.
It is a country with
no lingua franca.
English is not
spoken by the majority of
the population.
deciding on
language education for the
country the leaders of
ZanHia recognised that no single Zambian
vernacular could conceivably
be imposed as the medium
of instruction without
adverse political and social repercussions
to the stability of the
nation.
John M. Mwanakatwe, who was
Minister of Education

m

_

in 1966,

wrote that in making tactful
inquiries he heard confessions
from even the most extreme
tribal adherents that the
imposition
of their language on the rest
of the country would be disastrous.^-*^
The problem would not be only
political, the practical difficulties that would
arise would involve the question
of the availability of teachers.
This too would call for massive changes in che teacher
education program.
The policy decision to use English
as the medium of

Mwanakatwe

,

pp

.

210-11.
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instruction was not taken
only for Internal
political and
practrcal reasons. The
other rationale was the
position of
Englrsh as a language of
wide conmunication. Por
ccn^unication wrth neighboring
states and for the conduct
of international trade and relations,
the English language was
fir.ly
established.

Adult Education
Adult education classes are
held throughout the country.
Through the Department of
Community Development literacy
programs are organized for
adults.
The Ministry of Education
has a well-organized network
of night schools in which
adults
may study the primary school
curriculum and part of secondary
education.
By 1971 there were 638 night
schools with an enrolment of 42,505 students of
whom 11,666 were women.
The PnoblGm of School~l©a.v©irs
Th© probl©m of school-l©av©rs
in Africa is frequently
associated with graduates from the
secondary school levels.
The secondary school-leaver problem
results from a huge secondary school system that services
the civil service and an un-

developed industrial infra-structure.

The result

from this

scenario is competition for jobs between
secondary school graduates and graduates from university education.
This competition usually occurs in the clerical and
administrative
levels

of private and public sectors.

Ministry of Education Annua l Report 1971
The Government Printer, 1973
)

(Lusaka:
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The problem of
school-leavers
weavers in
Hn Zambia
7
kis more
nationally felt from
those who complete
F ete or do not complete
prrmer. eaecatlon. Pe„
reasons for fbls
problem can be l.entl•

-ciratron from tbe rural
areas Into the urban
centers.
This
Populatron migration has
had two related
results.
it has resulted in a population
shift that affected
the school expansion program in terms
of school places which
had been anticipated by the Pirst National
Development Plan. Despite
the fact
that in 1968 there were
sufficient primary

school places for
every seven year old,
the population shift
has resulted in a
Shortage of space in the
urban centers. 1^2

This has some
adverse effects on the
stability of the education
of primary
school children.

The second cause of the
school-leavers

problem is the
small percentage of those
who proceed to secondary
education
after the completion of
primary education. According
Lo Carol
Angi and Trevor Coombe, of
the University of Zambia,
eighty
percent of those who enrol for
primary school are able to proceed to Grade Seven (the last
year of primary school). Twentyfive percent are able to find
places in Secondary School. The
projectj.ons state that
X17/0,
1978
10 ^ non Grade Seven
o
^
xu.ii,uUL)
pupils will
leave school after completion of
pri.mary education.
This realmost seventy-five percent of the
entire fourteen

pents

of Education Planning
Unit Educational
for the Comina Years
saka. paper prepared for the First
National
Education Conference, Septeml^er 30-Octocer 2,
1969), p. 2.
(
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old age group.

Another problem connected
with primary school-leavers
associated with training
them for productive
roles in society.
Them average age is fourteen.

-

i,t

this age they are

i^nature and do not possess
any reasonable
intellectual capability to learn skills
and utilise them
effectively.
The re-

sponse by both the Government
and private sectors
has been
to give preference to
older youths who leave the
Lower Secondary school. This has had
the effect of alleviating
the problem of secondary school-leavers.
The First National Development
Plan envisaged the
creation of one hundred thousand
jobs within its four year
operation.
The job generation plan was
inadequate to meet
the demands of the 185,000
to 190,000 persons who would
have
come out of the educational
system during the four years of
the Plan.
The Gove.rnment has sponsored
training schemes Lo solve
the problem of unemployment among
the youth.
The following
are some of the Government-sponsored
organizations and training programs for the youth:
1.

The Zambian Youth Service was
established in 1964 to provide skills and discipline for unemployed
and politically

restless youth.

The service is open to all youths between

the ages of fourteen and twenty.

The youth service is

highly in demand and not all the applicants
succeed in get133 ^

,
Carox Angi
and Trevor Coombe, "Training Programs and
^
,
Employment Opportunities for Primary School-Leavers in
Zambia,"
rtPOwer__aj^_ Unem ployment Researc h in Africa: A Newsletter
vcl
^
no. 2 (Center for
Developing Area Studies: McGill, 1969
1
,

.

—

j'

'

2
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ting accepted.
2.

Trade Training Centers
provide th^ee^ years
^
of training
in
construction s.iXis for
Crade Seven leavers.
T.e iac. of
modern facrlrties has
been hampering
progress in the
training of clients.
•

3.

The international Labor
Organisation in cooperation
with
the Government established
a vocational training
center in
Lusaka in 1968.

4.

The Young Farmers' Club
Movement incorporates many
dubs,
mainly in the schools.

There are many other
problems resulting from the
school
system and other sectors
of Zambian national life
that demand
special responses from the
Government. Among these
problems
is the problem of national
integration. The Government
utilizes
the machinery of the
governing party and a Citizenship
College
was established to teach and
also propagate the ideology
of

the Government.

Summary
The first section of this chapter
dealt with educational
development activity during Zambia's
early years of independence.
The main frame of reference has
been the two development plans,
namely, the Transitional Development
Plan and the First National
Development Plan. The major policy changes
have taken place
within the two development plans. The
policies have effected
radical structural changes in the institution
of Government
and also in the other institutions of
social business.
The

I
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thrust of these changes
has focused on moving
away fro™
the colonial structure
to more or less
indigenously conceived
rnstitutlonal frameworks.
The second area where
changes have
taken place is in the
increase of Institutions
and their degrees Of specialisation.
this area there has
been guantitative as well as qualitative
multiplications of institutional
activity in which the Government
and people have increasingly
been involved.

m

’

Apart from the above-mentioned
areas of activity, the
Government of Zambia has established,
through Development
Plans, a development precedent
for itself.

m

the field of

education and other sectors, the
Government has committed
Itself to development through
planned intervention rather than
through letting market forces
dictate the course and pace of
development. According to the standing
policy of the Government the achievement of maximum
socio-economic development
shall be realized through the use
of planning as an instrument
for achieving accelerated and sustained
development.
Achievements During the First National
Development Plan
Whatever was achieved during the First National
Development Plan, be it in the field of education
or in any other
sector, was dictated by the state of the Zambian
economy during
the life of the Plan.

The Plan had envisaged the following concentrations:
134

.

National Pol i cies for the Ne xt Decade: 1974-1984
(Lusaka: Zambia Information Services, The Government Printer

1973)

,

p.

23.

1

.

It anticipated
the diversif
•"''-.•.on
i

•
2

3

.

.

It sought the
reduction of disoarif
^parities between
urban and
rural areas;
rural
It advocated the
expansion of housing,
health a d

•

welfare;
4

.

.. po.oiO.0 ,o,

tions networks; and
5

.

It provided for
the expansion of
education and training,

«ith the arm of maximum
localization of jobs.

Performance of the
^conomy^Ouring the life

Accurate estimates of
the performance of
the economy
rn devoloprng
countries are not easy
to

determine.
This is
in part to the lack
of accurate statistical
detail in
various categories of
economic ai^cxvity.
activity
It IS, for
e
example,
difficult to measure rne
the extentextent of the contribution
of subsistence agriculture to rne
the overall
over;^n economic
picture.
it is also
dirticult to assess the
impact of petty traders,
especially when
their operations are not
registered.
Therefore, the performance
of the Zambian economy
can be assessed only within
the perspective of those activities
that
<3ue

constitute organized industrial

activity.
The Gross Domestic Product
is considered as a reliable
indicator of a nation's economic
performance; an increase in
output is an indication of
growth.
According to the First
National Development Plan, planned
increase of the GDP had
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-cal conaUions

in

-ns, particularly

za^i..3 ,eo,nap,i.
„ea, certain ais.npin transportation,
occurred.

This had
etiect ot retarding the
servicing oi industry
with energy
requirements and other vital
resources for development.
Oespite these setbacks, the
economy performed remarkably
well
The following table
shows that the annual
growth rate that
had been planned was
nearly achieved.

Table

7

Gross Domestic Product
1964

1965

(K

million)

1966

1967

1968

1969

19 7fl

510.5

570.2

636.9

711.4

794.6

887.6

557.9

636.8

668.1

717.8

884.2

857.1

19.2

14.1

4.9

7.4

23.2

-.1

Planned
11.7% P.A.

Actual
10.6% P.A.
Actual Annual
% Change

457.0
468.0
—•—

It can be said that the Zambian
economy was capable of
financing the provisions of the First
National Development Plan

without unmanageable capital inadequacies.

It is therefore in

the light of the country's financial
capacity that perfor.mance
in educational development should
be judged.
The following

outline underlines various achievements
that were realized in
educational development during the First
National Development
Plan
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Primary Education

Enrolment in primary
schools increased by
48.2 percent
xn non-fee-paying
Government and Aided
Schools.
This rate
represented 89.4 percent
of the Plan target.
In terms of the
Plan's goal to achieve
universal priory education the achievement
fell short of the
target.
The
reasons for failure to
achieve universal

primary schooling
durrng the life of the
Plan are many. Among
these reasons was
the over-reliance on
Government for most activity
concerned
wrth schooling. The other
reason was that the high
rates of
population growth and population
movements complicated
the

Planned enrolments in the urban
areas.
achievements and the problems
arising from an expanded
primary school system were
phenomenal for a developing
country.
Secondary Education
A major achievement was the
successful integration of
the Secondary School system
during the life of the Plan.
This
represented new structures and
policies.
Enrolment
in all

secondary schools increased by
128 percent.
New physical
facilities were constructed to
accomodate increasing numbers
of secondary school aspirants.
The secondary school curriculum
was changed to r.nclude more science
and technologically oriented
syllabi content.

^
^ Zambia, Second National
Development
An
p
Review
of the Fi rst National Development Plan
nT
(Lusaka. Ministry
of Planning and National "Guidance ‘ 19
73)

Plan

y

,

:
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The structure of
the secondary
school syste. was
changed.
order to provide for
better
etter sec
.
secondary
school
graduates, the lower
secondary
w,
y school was
extended from two
years rnto a three
year course. Graduates
from this lower
secondary school system
were intended for
either the senior
secondary school that
leads to University
or other higher
professional training
institutes.
The labor marhet
was expected to absorb a big
numO^er of these
graduates.
order
to safeguard against
an early surplus of
senior secondary
school graduates, the
ne externion o-p
-u
extent ion
of the
junior secondary school
system meant that the ratio
of junior secondary
graduates
proceeding to senior secondary
school would be less than
during the earlier structure

m

m

4

Technical Training
The success of the First
National Development Plan
was dependent on the
availability of skilled personnel
to
implement its provisions.
Because of the then existing
critical shortage of technically
trained persons in the country,
the
Government proposed to accelerate
the training of Zamhians in
technical skills. The shortage
of trained personnel had been
worsened by the exodus of trained
non-Zambian persons. Conseq -ntly, the Government established the
Commission for Technical Education and Vocational
Training in 1968. This Commission
was cnarged with the twin
responsibilities of improving the
136 ^,

comments are derived from the Review of
the
Second National Development Plan (Lusaka,
1973).
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teCnicaX
xty and also to
promote the concept of
a co.ptehensive
pto.ra„ that wonld e^h.ace
education and ttainin,
at all levels
below the professional
stages.
.3 a result of
activities
within the plan for
technical training the
following categories Of training and
their enrolments had
been achieved
by 1971.

Table

8

Enrolments in Technical
Institutes
Category
Enrolments
Technological
Trades Training
473
Applied Arts and Commerce
1362
Technical Teacher Training
842
International College
60
174

2911

These figures represent progress
from a pre-independence
situation when there were no
comparable technical Institutes
in the country.
The Zambian Government had to
start from a
zero base.
For a small country, despite its
having been endowed
with natural wealth, the resources
allocated to technical
training were very exhaustive of
the national treasury.

These figures are also very important
in terms of their
relevance to the national economy.
Zambia, as a mining economy,
needed various categories of technically
trained people to start
manning the productive sectors of its economy.

i
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Teacher Training:
Primary and Secondary
Schools
New teacher training
colleges were constructed

during
Enrolments in teacher
training colleges
for primary schools
increased from 1612 in
1966 to 2048 in
1970.
The target of over
three thousand enrolments
was not
achieved.
The new Zambian Primary
curriculum dictated the
introduction of pre-service
and in-service training.
The increase in primary school
enrolments was not met with
an egual
number of teachers from
training colleges. As a
e Of the Plan.

result, the

number of untrained teachers
in primary schools
increased to
the unacceptable level of
13.3 percent of the total
primary
school teacher population.
The inadequacy of secondary
school teachers tells the
story of the weakness of the
secondary school system before
Independence.
This weakness meant that few
Zairians had the
opportunity to attend university and
other post-secondary
levels of education that are the
source of secondary school
teachers.
By 1970 the secondary school
teaching staff was
mainly from outside Zambia. The
Teachers College and the University of Zambia could hardly produce
sufficient numbers to
satisfy t.he expanded secondary school
system.
Alt.hcugh output
increased, reliance for teachers was
principally on expatriates
and other categories from the neighboring
African countries.
The Government also formalized its reliance
on expatriate

teachers for its secondary school program.

It signed techni-

cal assistance agreements with several
countries.
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University Education
The University of
y ot Gambia began with
three academic
departments.
During the life of the
First National Development Plan, it introduced
the new departments
of Law, Engineering, Medicine and
Agricultural Sciences
^xences.
ai=
a
It also
developed
diploma courses as well as
several higher degree
programs.
By 1970, the enrolment
in the University had
increased from
312 in 1966 to 1184.
order to comprehend the
degree of
progress, the output of the
University during the life
of the
Plan was more than the
total number of University
Graduates
the country could count
on at independence.
Thus Zambia
had achieved in the six
years of its independence more
than
what the colonial governments
achieved for over seventy years
of their rule over Zambia.

m

This summary has sought to
highlight certain achievements the Zambian Government
realized during its implementation of the First National
Development Plan. Wliat emerges
from the above analysis is that the
planned rates of growth
were not achieved in some areas;
but the rates of expansion
in providing services was
impressive.

Planned economies use the mechanism of
Development
Plans as instruments for moving from
one set of intentions to
the next set of objectives.
The Zambian Government introduced
the Second National Development Plan in 1972.^^^
The major
137,,.

Mnistry of Planning and National Guidance, Second
N^ational Development Plan
(Lusaka, 1971)
.

.
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thrust of the Plan
consists of i-ho
maximisation of gains
and
xperxences under the
First National
Development Plan.
The Second National
Development Plan notes
the achievements under the First
National Development
Plan.
it seeks the
continued growth of the
country. s industrial
infra-structure
in the field of
education the Plan seeks
to accelerate
^

the

».
ment
plan

pl.„,

m

„

education far in excess
excesc^ to comm.itments
under the first
•

4.

165

Table

Capital Expenditure
Under
and Allocation Under
the
(K

9

SeconrNation:rDevllopSrp\a;?"
million)

Ministry/Pepartment/Provi

President and State House
National Assembly
Zambia Police
Ministry of Mines s Hininq
Development
Ministry of Home Affairs
Ministry of Foreign Affairs
Ministry of Provincial and
Loca
Government and Culture
Ministry of Information,
Broadcasting and Tourism
Personnel Division
Ministry of Development
Planninc
and National Guidance
Ministry of Trade and Industry
Ministry of Finance
Ministry of Labour and Social
Services
Ministry of Health
Ministry of Power, Transport
and Works
Ministry of Education
Ministry of Lands and Natural
Resources
Ministry of Rural Development
Ministry of Legal Affairs
^

Total for Ministries
Total Provinces
Grand Total

FNDP
Estimated
Expenditure
July 1, 1966Jime 30, 1971
1.2

5.3

SNDP
Capital
Allocation
.by

Ministries
0.5
1.5
14.5

31.2
3.4
2.9

41.2

91.5

106.0

3.1
19.3

23.0
3.0

3.8
95.9
8.9

10.8
29.0
2.5

3.0
28.1

30

3.4
2.4

1.2
.

6

248.4
61.9

417.4
90.3

16.0
92.4

34.7
135.0
1.7

710.3
35.4
745.7

948.5
80.6
1029.1

Table of outlays from both the Public
and Private Sectors toward
gross investment to the Second National
Development Plan.^^S
138 „.

Figures in these tables are from the Second
National
(Lusaka; Ministry of Planning and National

De^vel opment Plan

Guidance, 1971)
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Table 10

Total Invest Outlays,
1972-197^;
k r.
and sources of
F^^anLf

Sectors

Domestic External Public Total
Public Private Total

Rural
89.5
Mining
28.7
Industry
29.0
Trade
45.0
Power
72.4
Transport and
Communications 78.5
Tourism
15.0
Broadcasting
4.0
Housing
116.0
Construction
Education
98
Health
37.0
Other Social
Services
including
Administration
66.9
.

Total

680.7

21.0
12.3

—

12

.

78.0

105.0

21.4

160.3

130.5

4.0
30.0

—

15.8
“—

122.5
41.0
107.0
45.0
198.8

30.0
361.0
146.0
10.0

152.5
402.0
253.0
55.0
198.8

369.3
15.0
8.0
146.0

5.4

10.0

374.7
25.0

114.5
37.0

66.9

384.4

241.9

8

54.0
63.0
3

.

3.0

.

200.0
63.0
117.5
40.0

66.9

1271.0

Table of outlays from both the
Public and Private Sectors toward
gross investment to the Second
National Development Plan (see
footnote 138)
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Table 11

(K

thousand)

Estimated Cost
Headguairteirs

Primary Education
Secondary Education
Teacher Education
Educational Services
^^Training^'^'"''^^''"''

525.0
24,219.4
37 880
,

Vocational

University of Zambia

.

5,024.2
3,412.0

29,600.0
13,838.8

TOTAL

114,500

.

Table 12

1971

Primary Education
Secondary Education
Secondary Teachers
Technical Education &
Vocational Training
University of Zambia

1976

726,700
54,260
2,923

880, 300
74, 500
4, 753

2,911
1,752

9, 310
3, 012

Table of outlays from both the Public
and Private Sectors toward
gross investment to the Second National
Development Plan (see
footnote 138).
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Conclusion
The development
of education in
Zambia
o^^ective in the national
development efi::
THete ate two aspects
of educational
development that
n e
h
d ,,
•

^

hl^

regards education as
a social service
The
education as a means for
increasing the
effectiveness of the
overall development
strategies.
'

The expansion of
educational opportunities
since independence demonstrates
that Zambia.s plans
for enrolling more
Puprls at the primary
and secondary levels
of education have
a success.
The social service
role of education can
be said to have been
realized through an increase
in the number Of opportunities
for Zambian people to
attend school. The
Government's commitment to
the provision of
education to increased numbers of citizens
IS ^
demonstrated by the big budgetary commitments that are
voted every year.
In the field of skills
development, much has been

achieved.

However, Zambia cannot
immediately be self-sufficient
in all categories of
skills for national development.
The weak
skills infra-structure at
independence meant that the development of skills would take
some tim,e before the country
would
be self-reliant.
The gains that have been made
have not come easily.
The problem of developing a
well-structured educational system
affects educa tional policy and
the skills development program. 139
139

Second National Development Plan

,

p.

54.
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secondary school
system and the new
techtrarnrn, Inetltntes,
hopetnlly. have laid
a lonndatlon
s rong
post-secondary technology.

Expansion has brought
problems, particularly
those ot
unemployment.
.he Oovernment has
noted this problem
and has
begun to tackle it
=Peu^sl problem of
primary school,
leavers is the most
immediate concern of -k
the Government.
The
Government has accordinalv
c raingly initiated
^
more programs of vocational training in the
communities
.

4

and urban areas.

chapter

five

interdependent variables
for consideration in
educational development
for AFRICAN SOCIETY
Introduction

EducutionuX dGVGXoDmpnt'
veropmGnt inn Africa has
focused on the
expansion of school systems
and the enrolment of
ever-increasing numbers of pupils
at the primary
t

•

?\ -p

school level.

This con-

centration has, in varying
degrees, succeeded in a
number of
states.
However, problems have arisen
from the policy of expansion and its related
objectives.
Two factors can be associated
with the problem arising
from educational expansion.
These primarily focus around
economic and social concerns.
As most African states do
not possess viable economic bases,
they are unable to absorb
the

massive output from the primary
level.

As a consequence from

economic factors, social problems
have arisen.
ProblGms Arising from Expansion
ThG Gxpansicn of school systoms in
Africa has resulted,
among other things, in the disintegration
of school sysrems.
This disintegration has taken two forms.
the one hand there
has been a widening of the gap between
goals and standards that
were set and the levels of performance
that have been attained.

According to Nathan Kravetz, the reasons for
the inability to
170
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attain standards that
were set lies
en
es in the
weakness of interna processes of
receiving and keeping
students with a view
o moving the™ fro™
the condition in
which the. ca™e to
one
ded value.
The schools are
also creaky,
self-suffictent, and irrelevant
as to content and
™ethod when seen in
the light of the real
needs of the students
and of the places
Where the students live.^^°
The large scale development
of the primary level
has
changed its primary function.
The policy that determines
the
relationship between primary
education and secondary
education,
and the 'rites of passage"
between them is inexact,
what has
actually happened is that,
instead of being a literacy
pacesetter and a stage for
movement towards secondary
education,
primary education has become
terminal for the majority of
early entrants. According
to reliable evidence, in
most African countries less than
fifty percent of primary
school entrants complete th.e prescribed
course.
This underlines
the

problem of primary school-leavers.

In terms of resources that

are ploughed into the primary
school level, the quantitative
and qualitative rates of
output are a drain on national resources

Because educational planners and
their political counterparts are primarily concerned with
expansion, the systems
of education grow and expand to
unmanageable proportions with140

Structure

Narhan Kravetz, Planning for Change in E
ducational
Curriculum and Methods (Paris UNESCO, 19
70), ^TT.
:
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.P..nt

„

™
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„

quality.

The social p.oble.3
that a.e a .estlt of
the massive
drop-out rates in the primary
schools are a very
serious problem for the nations ana
the inaividual pupils
concernea.
.he
productron of cohort upon
cohort of dependent
people drains
badly needed resources
from other sectors. The
need to support these drop-outs through
special programs increases
the
cost of social service.
it is the more challenging
because
the primary level has no
meaningful short-term or
long-term
relationship with the levels of
skills the country needs
for
the generation of employment
and the promotion of the
overall
development of the nation.
The Problem of the Dominance of
Economics
in Educational Development

Most observers of the development
effort in Africa
agree that economism has dominated
the planning as well as the
expectations of development. The
dominance of economic reasoning has been true to educational
development as well. Nathan
Kravetz underscored this fact:

planning in developing countries has long
""
economists, demographers, and statistic?^r^^
operations have generally been based upon
he proposition that expenditure for
education will produce aesired manpower to meet economic
demands and achieve
national economic progress. ^41
141

Nathan ^Kravetz Quantity and Quality in the Planning
of Educational Aia Progra ms in Develo ping
Countries (Paris: UNESCO
International Institute of Educational Planning,
1971), p. 1.
,
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According to this view,
educational expenditure is
considered
as a form of investment
from which mostly
economic
returns

are expected.

This view is also subject
to opposite views.
Frederick H. Harbison
pointed out that educational
expenditure
as some form of investment
overlooks certain facts about
African economies and their
labor.
He noted that the
assumption
that earnings of individuals
in Africa and other
developing
countries adequately reflect
productivity and usefulness in
the economy has little substance.
Harbison suggested that,
instead of measuring educational
benefits mainly in economic
criteria, they should equally be
measured in humanitarian cri142
eria.
this way the cost of education
can be looked
upon as social service expenditure
that is justifiable on
the basis of a good from which returns
to the country are m^^ely
implied in the roles of outputs from the
educational system.
.

m

.

Taken within the context of humanitarian
criteria, the
educational planner would not be an
economist-in-isolation.
He would be engaged in a multi-disciplinary
exercise whose

dimensions transcend the broad spectrum of social
action in
a nation.

The role of such an economist, according to Marcelo

Selowsky, shall be to provide policy-makers with better information about the trade-off between economic and non-economic

consideration and the price of the non-economic considerations

^
.

Frederick H. Harbison, The Development of NationWide Learning Systems (Princeton, 1973)
pp. 3-4
,

143

Marcelo Selowsky, "Investment in Education in Developing Countries " A Critical Review of Issues: Economic Develop ment Report No. 232 (Cambridge, Mass.: Harvard University Development Research Group; Center for International Affairs 1973) p.
,

,

,

,
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A humanitarian
perspective in educational
developprovides
ior
an
ment
emp.asis ot a
societ.-centered approao.
o educatron.
problems t.at are
addressed
^uc. a s.stern of education
are not nniw ^
economic, but also
societalthat IS, they are
problems pertaining to
elements of the
structures, cultures, and
values of the
'

society.
The disappointments
associated with past
educational
planning have spanned most
of i:ne
the vital
vital social units
of African society.
This is as a result of
the neglect of those
factors of the African
society that might have
been decisive in
the direction of the
educational changes. According
to
Ladislav Cerych, educational
planning cannot succeed and
will
not ^ChlGVG tilG
tne 1targets
3 T* CT
Q it sets j:
for nations if it does
not
pay attention to social
factors.
From the practical point
of view there could hardly
be found any specific
problem
where social factors do not
play a role. Cerych further
Observed that social factors niay
a role in rural development, and they are also decisive
with respect to social demand for education.
Social aspects are also important
from a
theoretical and conceptual point
of view because education is
part of tne social whole.
It is influenced by the rest
of the
society and it has an impact upon
the social system in which
144
It operates.
i

I"

144,
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Cerych, The Socio logical Dimensior. of
UNESCO, InteTH'ational Institute
or
if Educational
EducatiLa^'^Sr“"’
Planning, 1968), p. 1.
.
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The Problems of
inequality That
African Education Result from
If an eaucational
system is taken as
part of a social
system, ana in this
instance as a part of
the African social
system, rt can be conceived
of as complementing
the social
system Of Which it is a
part.
The results from the
predomi-

nantly formal educational
system in Africa cannot
be described
as performing this vital
function. The formal
system has
wider disparities between
the few who succeed
within it and
the many who either have
no access to it or are
victimized
by Its rigidities.
this sense the formal
educational system has not been an equalizer
of obligations and

m

benefits.
The formal system has
engendered inequality in all
the sectors of human activity.
In the provision of social
services, the rural populations
have been pitted against the
urban dwellers.
The tendency of those with
some schooling
to migrate from the rural
areas into urban centers has been
strengthened by the economic and
social values inherent in the
formal education system.

BACKGROUND TO PROPOSITION
The educational systems of the
African states are,
in the main, influenced by the
utilitarian approach of seeking to provide skills for the economy.
less emphasis is placed
on serving the cultural and social
needs of African society.
What then arc the alternatives?

An alternative to present educational practices
ought
to be founded on two interrelated factors in
the solution of

i
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problems.

The firciifirst factor concerns
a perception of
the
problem.
The seconr^
second factor rs
concerned with identification
of the components of
the problem.

The latter factor shall
be analysed first.
Given the
already stated fact that
current educational
emphasis is on
Skulls development for the
economy and little
attention is
given to the African society,
an alternative educational
strategy should identify
those areas of African
society that
have been neglected. This
involves an exercise in the
dissection of African society
into its component parts.
This
concerns the structures, cultures
and values of the African
society.
The development of alternative
strategies should
endeavor to cater to changes to
the existing system and
also
give appropriate emphasis to
what is being neglected at the
present time.
If some relationship is
assumed to exist between the present emphasis, or
whatever changes are made to
it, and the new provisions,
the new education cannot wholly
be ascribed to previous
characteristics. The combination

between skills development and African
society factors in an
educational design denote a degree of social
consciousness.

Such educational design or proposition
can be call an African
society-based education.
The educational proposition reflects a
balance between

modern political considerations and the social
needs of a
learning African society.
The social standing of

the educa-

tion enterprise shall have been brought to degrees
of compleme
entarity with the values of the African society.

The position
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Of those Whose task
is the planning
and management of
education Shan have been
brought into more direct
relationship
ths ri0Gds o'F ^11
4-u
all the segments
of the society.

Proposition

Disappointments with
witn cpr+-A-ir>
certain aspects of
educational
development in Africa has
resnU-^^q
Ited in suggestions
that the
formal ©ducation
on sv<^'t-p>Tn
system rs unsurtable
for the African situaof revisionist ideas
on what should have
been
done and suggestions on
what now needs to be
done have characterized the reflections
on tne
the oast
past and the prognostications
•

n c-

on the future.

The rejection of the extrf=>Tni
extremity of concentrating on
the formal education system
is at times accompanied
by the extreme suggestion that non-formal
education is the answer to
solving most of the educational
problems in certain African
social settings.
Non-formal education is usually
the term
given to any education outside
the formal classroom situation.
This "either" "or" approach
overlooks the essential elements
of present-day African society.

When viewed against the background
of African society,
formal and non-formal education,
in terms of their inherent
values, do not fit into the neat
categories of "traditional”
and modern.
Tho cultural and value variables
"traditional"
and "modern" are in constant flux in
Africa today. These variables are therefore affected by formal
and non-formal learnings
vai

iou,.->...y

in accord with, iimong other things,

the impo.rtance

placed on each within distinct cultural settings.

They are

178

also

affected

t.e extent to
„.fe. the fot-

non-formal systems are
integrated or mutually
supportive for the achievement
of stated goals.
The proposition that
is submitted in
this chapter
emphasises the need for
the integration of the
formal and
non-formal systems. The
informal learnings are
subsumed in
both the formal and
non-formal systems.
Ijie

Value Ba sis of the Proposit.ion

The proposition is intended
to complement the development and maintenance of the
traditional and modern values
of
the African society.
this proposition traditional
and
modern African values are not
viewed as two dichotomous
types.
Although each category possesses
distinct behavioral characteristics, functionally, a set
of value variables from each
category is seen as a positive
contributor to the process of

m

development in Africa.

The notion of African traditional

society as structurally unsuitable
for development is not subscribed to. The proposition agrees
with Archie Mafeje's observation that there is no empirical
justification for a
dichotomous distinction between what is
imagined to be a

change-resistant "traditional sector" and the
so-called "modern
sector," given Lne existence of certain
specific forms of interaction and exchange between the two.
145,

,

Accordingly, the pro-

Goodlad et al., "Alternative Educational
of Learnin g Systems in the Coirmvunitv
^
(Berkeley: McCutchan Publishing Corp.
1973TT‘'p. 106.

c.

.

I.

.

,

^
Archie Mafe^e,
"The Fallacy of Dual Economics Revisited,"
I ualism
a ng Ru i^ Development in Eas t Afri^
(Denmark: Institute
tor Development Research, 1973), pp. 27-28.
.

.
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position envisages
patterns of interactin
interaction and positive
inter^
face between
traditional social v^i
lues and modern
values
consiaerea as essential
to the
1tot
-rt.
Of the eanoational
experience in the African
conti
nent.
.hese factors nnaerline
the important
element of social
spans a broad spectrum
of social
ocial and economic
interests in
any state.
These factor^.
actors are referred
to as sectors in
this
proposition.

The Se ctor Approi^r.^

A sector according
to economic terminology
is a rather
Clearly defrned constituent
segment of an econom.y.
However,
the term rs used rather
loosely with respect to
developing
countries.
Today developing countries
and development agencies talk about the
•education sector" and indeed
stress the
need for a "sector-wide"
approach to education.
This proposition adopts
the "sector-wide" approach
in
order to achieve the
objectives of the educational
system.
The most commonly used
variables in the development
of sectorwide educational systems are
responses to social demand,
na-

tional development, manpower
needs and employment generation.

Social Demand
The popular premise on which
the social demand variable
of a sector-wide approach to
education is based is that primary education is a universal
right to which every child is
147

Harbison, p.

i.

I
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entUXea.

.xx.ou.h x.ere a.e no
neXia.Xe XnaieaXons
x.ax
aU cMXanen ana x.eXn
parents consiaer pri.ar,
eanoatXon as
a God-given right,
modern ideac; nn k
progress emphasize
,
rteracy as a necessity
for everyday living.
The social demand
responses provide for
secondary
education for all primary
school completers who
are qualified.
It also provides for
the need to avail
higher education to
as many secondary
school finishers as
possible.
.

National Development
variable

focu'^ec:
-es on

j
the production
of skills

and knowledge that is
considered
j-ut-rea relevant
relevan^ to economic,
political and socral goals of
a given state.
The interests of
the country are paramount
over those of Individuals.
Consequently, individual learners
are supposed to choose
their
options within the categories
of skills that are pre-dstermined by the national development
aspects of the educational
system.

Manpower Development
The manpower development variable
concentrates on those
skills that can easily be identified
with existing national
professions and industries. This variable
is narrower in its
focus than the national development
variable.

Employment Gener ation
The employment generation variable arises
as a result

of the social problems associated with lack
of employment oppor

tunities.

The variable focuses on skills that are intended
to
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produce self-reliant
people.
Rural development
and other
social settings for
Individual Initiative
are the Ideal targets for employment
generation education,
.he variable can
also be associated
with
^
manpower development
In
the modern sector.
.

Informal Education

'

in this proposition
an educational
system is designed

for purposes of change
and continuity with
respect to the Afrlcan society.
.he Mrlcan society
is recognised as
possessing
a relatively consistent
pattern of behaviors,
.he value
categories •'modern” and
•traditional., are seen as
limited to
a set of specific
activities within their
respective areas
of dominance.

With respect to change,
the proposition would
rely
on the appropriate modern
values of the formal school
system
as instruments for effect-inrr
•---3
--rtain changes in the structures
and behaviors of inhibiting
tradition.

Continuity would be achieved by
emphasis of
ditional values that are functional
and

t.'^iose

tra-

can also be brought

into patterned interface with
chosen modern values.
In this
respect, the educational system
would be selective in its
value allocation.

Formal Education

Formal education is associated with
the classroom and
a graded approach to the
acquisition of knowledge.
In an ex-
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Panded meaning of
what
aat ISc known
u
as formal
tors can .e
consi.cnea important.
i

education
^lon in an informal
way.
not consist of ^
.

^ i^eady

acquired

i

ry.

The strategy
str-.4would therefore

The purpose would
be to aaa

^•

and improve the
givens as well as
the new.
The second factor
of^ decisive
importance in a
er concept or
meaning of normal
formal
H
education
is that tr-;,Hh+.tradrtronal and modern
values are not seen
3 s rrreconcrlable
opposites.
Certain degrees of
functional
-ualrty are taben for a
possibility,
.hus the African
society IS not necessarily
in
a
^
situation that is
ini.„ical
o the education
system. .3 a result
the education syste™
and Its structures
would not be designed
for an attach on
the
society. The validity
of such a sociocultural
™odel of learnrng was underscored
by Thomas J. La Belle
when he wrote:
o

.

.

.

.

can £®supported
interface
by^'Dropo-^Mons''''?*'h°""
The first assumotion
learning
°
theory,
^
il
tain ways because they
is
havf
lea
actions in a parti'•ular environment
TLonah
interactions
with other
individuals in 'the envi^onLn^®''^
IS repeated over time
reinforced
while that^wh?'"h°^
is less likely to be
'^^i-’f^roed
sustaLedf^^f

^

Nonformal Educatioii
in the conventional sense,
.nonformal education encom-

passes a range of learning
processes and experiences that
are
outside the regular structure
and graded school system.
From
the perspective of human
resource development, nonformal
educa148

Goodlad et al., pp. 173-74^
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tion attests to the
recognition of traditional
values and
skrlls rn African
society or in any society.
In this proposition
African society consists
of a

socral structure within
which dynamic interactions
between
and anong the stable
and unstable institutional
and value properties take Place.
The traditional values
and skills in the
society are recognized as
level
k
revels of technological
development.
Thus an expanded conception
of nonformal education
sees a

linkage between kinds and
levels of technology within
the
traditional and modern value
variables in the African
society.
These levels of technology
have Implications for
cultural development

Cultural development assumes
two mutually supportive
processes as envisaged
by
uiixb proposition.
nronnc: f or.
ti.
^
Y this
it
is assumed that
cultural development implies change
and maintenance of some
characteristics of traditional values
and practices.
Nonformal education, as a value-laden
system, is conceived of
as consisting of various elements
with both change and main
tenance effect on the African society.
i

•

-i

The elements of nonformal education
that are seen as

guaranteeing maintenance are constituted in the
more traditional
workday survival methods and techniques of the
African society.
An emphasis of this level of nonformal
skills would guarantee
continuity and improvement of the existing traditional
skills.

The inclusion of these skills within

serve two other purposes.

a

learning system would

Firstly, it would perform the role

of social support for the mostly traditional segments of the
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level of technology
belongs to both the
nonforraal and formal
education systems.
it falls under the
concept of intermediate
technology.
The concept of inter-

mediate technology emerged
with the development of
the •World
Employment Program'' by the
United Nations.
It is based
on

the Idea that levels of
technology should correspond
to the
intermediate levels .f
development in the developing
countries.
A review of the performance
of sophisticated technology that the developed
countries were or are exporting
to

developing countries has shown
that improvement has been
limited to the urban areas.
The purpose of intermediate
technology is to relate development
to the new and old social
Structures of the African nations.
Re levance of the F ormal
and Nonformal System s

The relevance of both the
formal and nonformal systems
can be achieved by a consciously
designed approach that seeks
the vindication of the
feasibility of society-based education.
The educational system and its
instruments should know its
client society.
In this way education and
society can be

mutually supportive.

Society would be relying on education

for support and improvement.

The interaction between the

modern and traditional values would be
positively reinforced
by the interface between the formal
and nonformal educational
systems
Relevance of the educational systems would also
be
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achieved through the types
and levels of technology
that fit
into and sustain the society
at various levels.
one of the problems in
African educational development
has been the persistent
association of social demand
for
education with the formal system.
The reasons for this tendency are based on technological
and sociological concepts
that undergird the values of
European societies.

Both concepts regard traditional
institutions and values as inimical
to development, but the
institutions and values associated
with modernism are regarded as
ideal for development.
The achievement of technological
advance has been predicated on fracturing traditional
institutions and changing
values associated with them.
Development policy has concentrated on the modern sector.
The result has been unbalanced
growth.
Jens Muller wrote that another drawback
is the fact
that a thorough analysis of the underlying
assumptions of technological choice in regard to local conditions
has by and large
been disregarded.
Instead of an adaptation of the technologies
to local conditions, Muller further observed
that a persistent

tendency is towards the adaptation of local conditions
to im-

ported technologies.

The dichotomization of African society

Jens Muller, "Appropriate Technology and Technological Dualism,
Dualism in Rural Development in East Africa
(Copenhagen, Denmark; Institute for Development Research,
1973
p. 163
)

,

.
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into distinct categories
of "modernizing or
modern" and
traditional takes both an
economic and educational
form.
Economic and educational
development is seen as a
process of
transfers of positive factors
from traditional to the
modern.
This proposition does not
regard formal, nonformal
and informal educational
systems as trichotomous types
with
differing mandates for value
allocation. The three forms of
education are viewed as conceptual
frameworks within which a
variety of learnings can take
place.
However, it is recognized that each category of
educational type possesses certain inbuilt values.
These distinctive value variables
are
seen as existing in varying
degrees, within each concept of
educational system.
The Idea of interdependence among
three systems of
education can be associated with theories
on African societies.
The first category of theories
reject the notion of incompatibility of the fundamental interests.
Peter Lloyd called them
the "functional" or " integrational
"
models of theory. According 1,0 him emphasis is on the
consensus of values held by
members of the society.
The roles of individuals tend to be
complementary.
in terms of development theory, the
concept
of the interdependence and interface
between the systems of

education subscribes to positive theory.

'

it rejects the notion

that traditional factors possess major barriers
to development

Peter Lloyd, Africa and Social Change: Changing Train the ?4odern World
Mi ddT^e x EnaTandl
Penguin Books Ltd., 19 71)
p.~X64i
^

^

^

^

.,

(

.

•
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Eys^Gtt E. Hagen, The E conomics of Development (Homej
wood,
Ill.inois: Richard D. Irwin, Inc., 1968),
pp. 123^63.
,

.

J.
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The interdependence and
interface between educational
systems can be assumed to be
begetting a set of functional
interactions between traditional
values and modern culture.

Language Education
The emergence of the independent
African states can
be said to have been the result
of an ideological matrix
called African nationalism. Subsumed
in this nationalism are
two strands of dependent nationalisms.
These are political
nationalism and cultural nationalism.

Political nationalism serves as

nation-states.

a

legitimizer of

It also serves the essential role
of integrat-

ing given groupings within boundaries
that aie recognized
or presumed to encompass common interests
and loyalties.

Cultural nationalism is the transmitter of
those
values the people of Africa perceive of or
believe in as
underlining their identity.
it can be attributable

to all

the regions of Black Africa.

When it is reduced from an all-

African perspective to particular units within any given
State, a new dimension or type of identity emerges.

This involves the tribe, its language, and sense of cohesion.
The tribal language is the main factor of the identity
of the tribe.

it is the centerp--' ece of a group's sense of its

own integratedness.

It is also the transmitter of culture from

generation to generation.

education issue.

It is therefore a very sensitive
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Language in African
Education
The very survival of
most of the African
states depends on the successful
engendering of a sense of
oneness
among the various tribal
groupings that inhabit
individual
states.
A spirit of togetherness
cannot develop without
corrmunication among the
groupings in the nation.
Language
as the medium of
com^nication is, for this reason
and others,
a very important
component of an African
educational system.
AS a result of its
importance, most African
countries have
language policies. According
to Ali A. Masrui, the
goals of
’

language policy in Africa
are the attainment of
national integration and social integration.
Masrui's view the two
goals relate to two objectives
of social engineering in
Africa.
National integration, as a
process, consists of the
merging of subgroups' identities
into a shared sen.se of
national consciousness.
On the other hand, social
integration does not denote the merger
of tribe with

m

tribe, but con-

sists of the process by which
the gaps between the elite
and the masses, the towns and
the countyside, the privileged
and the underprivileged, are
gradually narrowed.

National integration and social
integration involve
communication.
In order to achieve national
consciousness,
a nation-state should have the
language means to enable the
people to express that consciousness.
Social integration also
involves the promotion of common objectives
among the various
146

iMazrui,

p.

97.
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strata and interests in
the national population.
Language
is in this process as
important a medium as in
national integration.

The Mistakes in African
Language Policy
This proposition recognizes
flaws in the language
policies of most African states.
The policies have mostly
along the following lines.
Some countries have opted
for a foreign language as
the medium of national
communication
In this case school
systems have been called upon
to emphasise the teaching of English
or French at all levels of
the
education system. The flaws of
this approach are that the
emphasis of tribal alnguages at the
regional or trans-regional
levels has been neglected.
The other approach has been to
impose one tribal language over others
as a means of developing
a national language.

The mistaken notion behind this
policy is

that it ignores fundamental facts
concerning languages.
given language is culture to those who
speak it.

Any

For a national government to wittingly
or unwittingly

imagine that it can legislate the culture of
any people out
of existence is both naive and culturally
cruel.
The fallacy
of language imposition is vindicated by the
experiences of

some developed countries who attempted it decades
or centuries
ago.

These same countries in Europe are at present faced with

separatist movements and language revival campaigns.

The poli-

cies of language imposition are in the long-run inimical to

national and social integration.
National integration should be viewed as

a

slow process.
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consequently, language policy
should recognise the slowness
at which national consciousness
can be achieved.
The essential point for the maintenance
of unity should be in emphasizing those elements or factors
in the nation-state that
constitute the rallying point.
There should be recognized
that there can be unity out of
diversity. As a
result, lan-

guage policy should be a macro-plan
for achieving multilingualism or some form of vernacular
bilingualism. The
foreign language, maintained and
given its appropriate role
as a temporary unifier, should
realistically be promoted.
Summar y
The rhetoric of educational development
in Africa

emphasizes the service role of those who
attain education.
Service can be looked at from two angles.
The first angle
from which education serves the society is
that it functions
as a change catalyst.

The changes that it effects are towards

an increased accumulation of new modes of
social action.

modes of social action include such activities

as

The

modern

economic methods, new agricultural skills, new forms of

government and othe>*s commonly associated with modern societies.

The second angle from which education serves the

African society is that it performs the task of increasing
the means with which the society maintains itself.

not been em.phasized by African education.

This has

The proposition

attempts to answer the problem of neglecting the African society in modern education.
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Questions will arise concerning
how this proposition differs from present
approaches in Africa educational
development.
Firstly, this proposition
bases its claim to
social awareness.
Problems of society that can
be answered
through education are tackled
at two levels.
The

first level

attempts to regulate change in
the society by seeking to
maintain basic values of the
traditional society. The second
approach is the introduction of
modernity and technology in
a gradual sequence.
The proposition sees technology
as both
a universal instrument and
a universal value.
Accordingly,
It suggests that intermediate
technology and higher levels

of technology can be part of a
traditional African society
without radically changing certain
values that belong to the
traditional society.
In this way technology is conceived
as a universal instrument.
No doubt, changes shall occur.
The issue is the pace at which these
changes are seen to be

pl3c©

Another set of questions concerning this
proposition
can arise with respect to the uype of
political system or
systems within which it can operate. The first
assumption
IS that the political system of African
society shall be a

response to the society.

In this way,

the structures of

governance shall be sc constructed as to relate to the structures of tne modern and traditional aspects of the population.
Such polit
wili.

,al

systems shall be less of an imposition and

accoidingly complement the values of the society.

This

proposition can succeed if certain components can still apply.
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Among these components
are thosf^
those learnings involving
intermediate technology.
•

The true proportions
of the reality within
which any
educatronal design operates
are not susceptible
to easy interpretation.
It is here submitted
that despite the changes
that have already taken
place in Africa, most
factors that
have to do with problems
of educational development
can be
said to originate with
massive impositions of
education that
are conceived on European
values.
The answer must be found
within educational designs
that seek to strike a
balance
between modernity and
tradition with respect to
African society.
This proposition seeks
to achieve this objective.
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